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Catholic Secondary School Principals’ Perceptions of the Qualities of Effective Catholic 
Secondary School Teachers 
  
Church documents and scholars have affirmed that the success of Catholic 
schools is largely dependent on the effectiveness of their teachers. Teacher effectiveness 
in general has also been correlated with various aspects of school life such as student 
learning and achievement, teacher leadership, and school effectiveness. However, there is 
little research of what constitutes effective teaching in a Catholic school. The purpose of 
this study was to explore the degree of importance that Catholic secondary school 
principals of the Archdioceses of Boston, Chicago, Los Angeles, and New York (N=166) 
attribute to the five qualities comprising Shimabukuro’s (1993, 1998) typology of the 
ideal Catholic school teacher and to the six qualities of effective teachers identified by 
Stronge (2002, 2007).  
This study investigated the qualities of effective teachers through the lens of 
secondary school administrators because by their role or position, they are responsible for 
all aspects of a Catholic school’s mission and purpose. Seventy-three Catholic secondary 
schools principals participated in this study, representing the archdioceses of Boston  
(n = 31), Chicago (n = 37), Los Angeles (n = 51), and New York (n = 47).  
This study utilized survey methodology. The researcher created an online survey 
instrument, which used and adapted, with permission, Shimabukuro’s (1993, 1998) 
typology of the qualities of the ideal Catholic school teacher and Stronge’s (2002, 2007) 
qualities of the effective teacher. The researcher combined both frameworks to serve as 
 iii 
the conceptual framework of this study and categorized their combined qualities into four 
dimensions of the Catholic secondary school teacher’s vocation: (a) faith, (b) profession, 
(c) self and others, and (d) student learning.  
Principals who participated in this study perceived all of the qualities of the ideal 
Catholic school teacher (Shimabukuro, 1993, 1998) and the qualities of effective teachers 
(Stronge, 2002, 2007) as “important,” rating the affective qualities of a teacher to show 
the most relative importance with regard to teacher effectiveness. Principals’ ratings and 
rankings of the affective qualities the frameworks affirm the teachings of the Church and 
research within Catholic education regarding the centrality of relationships and 
community in Catholic education. 
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THE RESEARCH PROBLEM 
Statement of the Problem 
 
The success of Catholic schools is largely dependent on the effectiveness of its 
teachers (Congregation for Catholic Education [CCE], 1977, 1982; Cook, 2002; Ozar & 
Weitzel-O’Neill, 2012; Second Vatican Council, 1965). Teacher effectiveness in general 
has been correlated with various aspects of school life: student learning and achievement 
(Danielson, 2006; Darling-Hammond, 2000; Stronge, 2010; Stronge & Hindman, 2006), 
teacher leadership (Danielson, 2006; Katzenmeyer & Moyer, 2009; Murphy, 2005), and 
school effectiveness (Marzano, 2010). However, there is little consensus of what 
constitutes effective teaching (Lewis et al., 1999; Stronge, 2007). Stronge (2007) called 
effectiveness an “elusive concept” (p. x) and noted that there is still debate in the 
educational literature with regard to what constitutes effective teaching. To gain a more 
comprehensive and cohesive understanding of the construct of teacher effectiveness, 
Stronge (2002, 2007) conducted a meta-review and synthesis of more than 300 studies 
relative to effective teaching and developed a framework of the qualities of effective 
teachers.  He concluded: 
Effective teaching is the result of a combination of many factors, including 
aspects of the teacher’s background and ways of interacting with others, as well as 
specific teaching practices. To discover what makes an effective teacher, we must 
understand what is meant by the word effective, realizing that the definition of this 
term has multiple layers and implications within the teaching profession. (p. 99) 
 
Stronge’s (2002, 2007) framework provides teachers and administrators with a 
basis for understanding and measuring the qualities of effective teaching. His framework 
includes six qualities: (a) prerequisites for effective teaching, (b) the teacher as a person, 
(c) classroom management and organization, (d) planning and organizing for instruction, 
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(e) implementing instruction, and (f) monitoring student progress and potential.  
In Catholic education, the construct of teacher effectiveness in a Catholic school 
draws upon the work of Shimabukuro (1993, 1998). Through a content analysis of 
Roman and American Church documents, Shimabukuro identified five qualities of the 
ideal Catholic school teacher, a teacher as someone who is: (a) a community builder, (b) 
committed to lifelong spiritual growth, (c) committed to lifelong professional 
development, (d) committed to students’ spiritual formation, and (e) committed to 
students’ human development. Just as Stronge (2002, 2007) did through his extensive 
analysis on the research regarding teacher effectiveness, Shimabukuro summarized the 
qualities of the ideal Catholic school teacher through an analysis of Church documents. 
Over the last several decades, Catholic education has provided fertile ground for 
research (Convey, 1992; Frabutt, Holter, & Nuzzi, 2013; Hunt, Joseph, & Nuzzi, 2001, 
2004). Scholars have studied the role of the Catholic school leader (Ciriello, 1998; Cook, 
2008; Daniels, 2013; Haggerty, 2005; Manno, 1985; Schuttloffel, 1999) and the changing 
needs and dimensions of Catholic school leadership (Canavan, 2001; Cook & Durow, 
2008; Parks, 1996; Schuttloffel, 2003; Skinner, 2006). Recent studies have focused on 
issues related to teaching in Catholic schools, such as teachers’ professional development 
needs (Lucilio, 2009), teachers’ motivation and job satisfaction (Convey, 2010), teachers’ 
characteristics as related to students’ attachment to school (Hallinan, 2008), teachers as 
inspiration (van der Zee & de Jong, 2009), teacher induction (Chatlain & Noonan, 2005; 
Christensen, 2012), and teacher attrition and retention (Przygocki, 2004; Torres, 2011).  
A review of the literature reveals a gap in the empirical research with regard to 
measuring teacher effectiveness among Catholic secondary school teachers. This study 
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aims to address that void by investigating the perceptions of Catholic secondary school 
principals in the Archdioceses of Boston, Chicago, Los Angeles, and New York relative 
to the qualities of effective Catholic school teachers and the ways in which they foster the 
qualities of effective teachers in their schools. Scholars have not yet studied teacher 
effectiveness through the lens of Catholic school administrators, the individuals who are 
responsible for all aspects of a Catholic school’s mission and purpose (Ciriello, 1998; 
Cook & Durow, 2008; National Council of Catholic Bishops, 1979).  
Background and Need 
 
Church documents have, since the early 20th century, emphasized the importance 
of the Catholic school teacher. In 1929, Pope Pius XI issued his encyclical, On Christian 
Education, which declared: 
Perfect schools are the result not so much of good methods as of good teachers, 
teachers who are thoroughly prepared and well-grounded in the matter they have 
to teach; who possess the intellectual and moral qualifications required by their 
important office; who cherish a pure and holy love for the youths confided to 
them. (¶88)   
 
Thirty-five years later, in Declaration on Christian Education, the Second Vatican 
Council (1965) underscored the importance of the teacher in fulfilling the mission of 
Catholic schools and the special call of those educating in Catholic schools.  The Council 
Fathers declared, “This vocation demands special qualities of mind and heart, very 
careful preparation, and continuing readiness to renew and to adapt” (¶5). They affirmed 
that Catholic school educators “[S]hould therefore be very carefully prepared so that both 
in secular and religious knowledge they are equipped with suitable qualifications and also 




Following the Second Vatican Council (1962-1965), Church documents 
continued to stress not only the essential role teachers play in contributing to the mission 
of Catholic schools but also the importance of the Catholic school teachers’ personal and 
professional training and formation. The CCE (1982), in Lay Catholics in Schools, 
defined the teacher as “not simply a professional person who systematically transmits a 
body of knowledge in the context of a school” (¶16) but rather “one who helps to form 
human persons” (¶16). Furthermore, it asserted that “the task of teacher goes well beyond 
transmission of knowledge.…Therefore, if adequate professional preparation is required 
in order to transmit knowledge, then adequate professional preparation is even more 
necessary in order to fulfill the role of a genuine teacher” (¶16).  
Most recently, the CCE (2014), in Educating Today and Tomorrow: A Renewing 
Passion, reiterated the importance of training and competence. It declared,  
The importance of schools’ and universities’ educational tasks explains how 
crucial training is for teachers, managers and the entire staff that has educational 
responsibilities. Professional competence is the necessary condition for openness 
to unleash its educational potential. A lot is being required of teachers and 
managers: they should have the ability to create, invent and manage learning 
environments that provide plentiful opportunities; they should be able to respect 
students’ different intelligences and guide them towards significant and profound 
learning; they should be able to accompany their students towards lofty and 
challenging goals, cherish high expectations for them, involve and connect 
students to each other and the world. Teachers must be able to pursue different 
goals simultaneously and face problem situations that require a high level of 
professionalism and preparation. (¶7) 
Likewise, Buetow (1988) asserted that “what is required of the Catholic-school teacher 
surpasses what is required of others” (p. 251). Thus, while teachers in Catholic schools 
need to be professionally trained, the Catholic school teacher needs also to be spiritually 




Purpose of the Study 
 
The purpose of this study was to explore the degree of importance that Catholic 
secondary school principals of the Archdioceses of Boston, Chicago, Los Angeles, and 
New York (N=166) attribute to the five qualities comprising Shimabukuro’s (1993, 1998) 
typology of the ideal Catholic school teacher (see Table 1). Their perceptions of the six 
qualities of effective teachers identified by Stronge (2002, 2007) were also investigated 
(see Table 2). In addition, the study measured the rank order of importance that the 
principals perceived the combined 11 qualities of effective teachers to have relative to the 
Catholic secondary school educator. This study also sought to identify additional qualities 
of effective teachers that Catholic secondary school principals perceived as important. It 
also identified the practices that the principals employed within their schools to foster the 
qualities of effective Catholic secondary school teachers. Finally, this study measured 
how the principals ranked the prescribed list of practices that foster teacher effectiveness 
relative to the order of benefit to the Catholic secondary school teacher.  
Conceptual Framework 
 
 This study used as its conceptual framework Shimabukuro’s (1993, 1998) five 
qualities of the ideal Catholic school teacher (see Table 1) and Stronge’s (2002, 2007) six 
qualities of effective teachers (see Table 2). The combined 11 qualities form the schema 
from which the Catholic secondary school principals (N=166) measured teacher 
effectiveness. In this schema, the qualities of the effective Catholic school teacher relate 
to four dimensions of the teacher’s vocation: (a) faith, (b) profession, (c) self and others, 
and (d) student learning (see Figure 1). With the exception of the faith dimension, 
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Qualities and Characteristics of the Ideal Catholic School Teacher (Shimabukuro, 
1993, 1998) 
Qualities Characteristics 
Teacher as Community 
Builder 
Affirms and appreciates the dignity and diversity of each 
student 
Develops healthy, caring relationships with students, parents, 
and fellow teachers 
Supports the mission of the school  
Encourages students to be of service to others within and 
outside the school 
 
Teacher as Committed to 
Lifelong Spiritual Growth 
Strives to deepen personal understanding of the Catholic faith 
and involvement in his/her continuing spiritual formation 
Views teaching role as that of ministry 
Integrates Christian values into curriculum 
Projects a person-centered approach to teaching 
 




Remains updated in teaching methods and advances in 
technology  
Incorporates the use of technology 
Employs a variety of instructional methods  
Views self as a lifelong learner 
Is a reflective practitioner 
Takes advantage of opportunities for professional 
development 
 
Teacher as Committed to 
Students’ Spiritual 
Formation 
Promotes the moral development of his/her students 
Participates with his/her students in schoolwide prayer 
Employs a variety of techniques to promote and to 
individualize the spiritual formation of students 
Engages in meaningful conversation beyond the scope of 
instruction with students 
 




Designs curriculum to accommodate diverse learning styles 
Maintains high academic standards for students 
Assesses students in multiple ways  
Provides opportunities for students to apply, analyze, 
synthesize, and evaluate information 
Encourages students to utilize technology  
Promotes learning strategies that will empower students to 
become lifelong learners 






Qualities and Characteristics of Effective Teachers (Stronge, 2002, 2007) 
Qualities Characteristics 




Teaching experience  
 
Teacher as a Person Caring 
Shows fairness and respect 
Interactions with students 
Enthusiasm 
Motivation 
Dedication to teaching 
Reflective practice 
 




Discipline of students 
 













Historically, the Catholic Church (CCE, 1977, 1982, 2014; Pius XI, 1929; Second 
Vatican Council, 1965) has declared that those who teach in its schools are charged with 
facilitating the spiritual growth and integral human formation of their students and 
themselves. It also decreed that Catholic school educators are to be carefully prepared to 
perform those tasks. As such, Catholic school educators are called to develop and 
demonstrate the qualities presented in Figure 1, in all four dimensions, with competence 
if the mission of Catholic education is to be realized. Hence, the combination of 
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Shimabukuro’s (1993, 1998) framework and Stronge’s (2002, 2007) framework as the 
schema for this study is supported by ecclesial literature. A detailed explanation of this 
schema, relative to each dimension, follows.  
Figure 1. Schema of the qualities of effective teachers (Stronge, 2002, 2007) and the 
ideal Catholic teacher (Shimabukuro, 1993, 1998).  
 
Within the dimension of faith (Figure 2), Shimabukuro’s (1993, 1998) analysis of 
Church documents found that ideal Catholic school teachers are committed to both 
personal lifelong spiritual growth and to students’ spiritual formation. Teachers in 
Catholic schools are called to more than a profession; they see their role as the fulfillment 
of a vocation, strive to deepen their own faith, and work to integrate their faith in their 
practice. Along with being committed to their own spiritual growth, ideal Catholic school 
teachers must also be concerned with students’ spiritual formation and provide students 
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with opportunities to grow in their faith through classroom instruction, discussion, and 
personal witness or experience. 
 
Figure 2. The effective Catholic school teacher in the dimension of “Faith” 
(Shimabukuro, 1993, 1998).  
 
 Both Shimabukuro (1993, 1998) and Stronge (2002, 2007) identified qualities 
relative to the teacher’s professional competence. In her framework of the ideal Catholic 
school teacher, Shimabukuro named this quality “Teacher as Committed to Lifelong 
Professional Development” and enumerated several subsequent characteristics of that 
quality. Among them were being a reflective practitioner, employing a variety of 
instructional methods, and striving to remain updated in teaching methods. Stronge 
named these qualities “Prerequisites of Effective Teaching,” which included (a) verbal 
ability, (b) educational coursework, (c) teacher certification, (d) content knowledge, and 
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(e) teaching experience. Figure 3 illustrates those qualities and characteristics identified 
by Shimabukuro and Stronge related to the professional preparation and ongoing 
professional development of the effective Catholic school teacher.  
Figure 3. The effective Catholic school teacher in the dimension of “Profession” 
(Shimabukuro, 1993, 1998; Stronge, 2002, 2007). 
 
 In a later work, Shimabukuro (1994) drew attention to the quality of the “Teacher 
as Community Builder,” calling it the “pervasive characteristic” (p. 23) among the 
qualities of the ideal Catholic school teacher. As a community builder, the teacher 
focuses on collaborating with colleagues, creating partnerships with parents, affirming 
the dignity and diversity of students, and encouraging students to serve those in their 
school and broader communities (Shimabakuro, 1993, 1998).  Stronge (2002, 2007), in 
his framework of the qualities of effective teachers, also identified the affective 
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characteristics that make up what he termed the “Teacher as a Person.” Figure 4 
illustrates the qualities and characteristics identified by Shimabukuro and Stronge related 
to the dimension of “Self and Others.”  
Figure 4. The effective Catholic school teacher in the dimension of “Self and Others” 
(Shimabukuro, 1993, 1998; Stronge, 2002, 2007). 
 
The fourth dimension of the effective Catholic school teacher concerns the 
teacher’s work with students, the dimension of “Student Learning.” Both Shimabukuro 
(1993, 1998) and Stronge (2002, 2007) noted several qualities related to the art of 
teaching, represented in Figure 5. Shimabukuro called the quality linking the teacher’s 
practice with student learning “Teacher as Committed to Students’ Human Development” 
and identified 10 characteristics of the quality. Stronge identified four qualities related to 




Figure 5. The effective Catholic school teacher in the dimension of “Student Learning” 
(Shimabukuro, 1993, 1998; Stronge, 2002, 2007). 
 
Together, these four dimensions of the teacher’s life—(a) faith, (b) profession, (c) 
self and others, and (d) student learning—and the qualities and subsequent characteristics 
comprising each, as identified by Shimabukuro (1993, 1998) and Stronge (2002, 2007), 
provide the conceptual framework of the effective Catholic school teacher that will be 
used in this study. Underscoring the conceptual framework of the effective Catholic 
school teacher based on the work of Shimabukuro and Stronge are the words of Pope 
Francis, whose remarks on education—both as pope and formerly as cardinal archbishop 
of Buenos Aires, Argentina—have focused on the personhood of the teacher and the 
importance of the teacher in contributing to the classroom as a place of encounter for 
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young people. In an address to students of the Jesuit schools in Italy and Albania, Pope 
Francis (2013) exhorted,  
Educating is not a profession but an attitude, a way of being; in order to educate it 
is necessary to step out of ourselves and be among young people, to accompany 
them in the stages of their growth and to set ourselves beside them. (¶8) 
 
It is in this spirit, then, of teachers being among young people, accompanying them, and 
setting themselves beside them on their journeys, that this study focuses on the qualities 
of the effective Catholic secondary school teacher, relative to the four dimensions of the 
teacher’s vocation: (a) faith, (b) profession, (c) self and others, and (d) student learning. 
Research Questions 
 
This study investigated six questions. They were as follows: 
 
1. To what degree of importance do Catholic secondary school principals of the 
Archdioceses of Boston, Chicago, Los Angeles, and New York rate 
Shimabukuro’s (1993, 1998) five qualities of the ideal Catholic school teacher: (a) 
teacher as community builder, (b) teacher as committed to lifelong spiritual 
growth, (c) teacher as committed to lifelong professional development, (d) teacher 
as committed to students’ spiritual formation, and (e) teacher as committed to 
students’ human development? 
2. To what degree of importance do the aforementioned principals rate Stronge’s 
(2002, 2007) six qualities of effective teachers: (a) prerequisites for effective 
teaching, (b) teacher as a person, (c) classroom management and organization, (d) 
planning and organizing for instruction, (e) implementing instruction, and (f) 
monitoring student progress and potential? 
3. In what order of importance do the aforementioned principals rank the 11 
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qualities of effective teachers designated by Shimabukuro’s (1993, 1998) and 
Stronge’s (2002, 2007) frameworks?  
4. What additional qualities of effective teachers do the aforementioned principals 
perceive as essential for Catholic secondary school teachers? 
5. What practices do the aforementioned principals employ within their schools to 
foster the qualities of effective Catholic secondary school teachers? 
6. How do the aforementioned principals rank the prescribed list of practices 
designed to foster teacher effectiveness relative to the order of benefit to Catholic 
secondary school teachers? 
Significance 
 
 Extensive research has supported the importance of effective teachers in public 
schools (Danielson, 2006; Darling-Hammond, 2000, 2007; Marzano, 2007; Stronge, 
2010; Stronge & Hindman, 2005). Teachers have the unique ability to influence school 
life, particularly student learning, and teacher quality is regarded as a “key element 
defining a school’s impact on student achievement” (Hanushek, 2011, p. 467). With 
regard to Catholic schools, Cook (2002) called teachers “the backbone of a school” (p. 
57) and wrote, “the quality of a school is only as good as the quality of its teachers” (p. 
57). The Catholic Church (CCE 1977, 1982, 2014; Pius XI, 1929; Second Vatican 
Council, 1965) has repeatedly acknowledged that without quality teachers, the mission of 
Catholic schools cannot be realized. Therefore, a study that examines teacher 
effectiveness within the context of Catholic secondary education is significant, as there 
exists a gap in the literature.  
  
15 
 This study is also significant in that it will examine the topic through the lens of 
Catholic secondary school principals. Principals, according to Ciriello (1998), are the 
instructional, spiritual, and managerial leaders of the school and, according to Cook and 
Durow (2008), the faith, mission, strategic, educational, community and political, and 
organizational leaders of the school. Both works concur that principals are charged with 
the primary responsibility of supporting teacher effectiveness in their respective schools. 
Furthermore, they maintain the importance of the principals’ influence in providing on-
going professional development opportunities, supporting mentoring programs, and 
integrating the qualities of effective teaching in their hiring and evaluation practices. 
Moreover, principals’ decisions in hiring effective teachers can make a profound impact 
on a school’s mission and atmosphere (Donaldson, 1990; Heft, 2011). Likewise, the 
NCCB (1979) asserted the importance of principals in fostering teachers’ spiritual growth 
and, in turn, the Catholicity of the school. It wrote,  
Recognizing that all faculty members share in catechetical ministry, principals 
recruit teachers with appropriate qualifications in view of the Catholic school’s 
apostolic goals and character. They provide opportunities for ongoing catechesis 
for faculty members by which they can deepen their faith and grow in the ability 
to integrate in their teaching the fourfold dimensions of Catholic education: 
message, community, worship, and service. In collaboration with the faculty, 
principals see to it that the curriculum reflects these dimensions. (¶215) 
 
This study, then, offered Catholic secondary school principals a research-based 
portrait of the effective Catholic secondary school teacher based on both Church 
documents and the extant research on teacher effectiveness as well as data relating to 
secondary principals’ perceptions of the qualities of the effective Catholic secondary 
school teacher. Such data will aid secondary school principals in hiring, developing, and 
assessing effective teachers for not only the purposes of fulfilling a Catholic school’s 
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educational mission but also in cultivating effective future leaders of Catholic schools. 
Additionally, this study invited Catholic secondary school principals to provide their 
insight as to the importance of teacher effectiveness to Catholic education and to offer 
qualities not reflected in the current conceptual framework.   
 This study was also significant in that it provided current data for Catholic 
secondary school educators concerning what qualities contribute to effective teaching in a 
Catholic context. In addition, this research highlighted the importance of teachers’ 
continual growth, spiritually and professionally, and identified the qualities and 
characteristics that are essential to both domains. Moreover, it illuminated areas of 
strength as well as areas for development for those who serve in our Catholic secondary 
schools.    
 This study also had significance for preservice Catholic educators and those 
preparing preservice Catholic educators at the university level. Buetow (1988) asserted 
that “Catholic teacher-training should be especially exacting,” (p. 251) and this study 
may provide university-level professors and students with a framework of the effective 
Catholic school teacher that is grounded in both research and Church documents and 
focuses on the spiritual, professional, personal, communal, and pedagogical dimensions 
of the Catholic school educator. Finally, this study will offer university-level professors 
and students data focusing on Catholic secondary school principals’ perceptions of the 






REVIEW OF LITERATURE 
Restatement of the Problem 
 
The success of Catholic schools is largely dependent on the effectiveness of its 
teachers (Congregation for Catholic Education [CCE], 1977, 1982; Cook, 2002; Ozar & 
Weitzel-O’Neill, 2012; Second Vatican Council, 1965).  While teacher effectiveness in 
general has been correlated with various aspects of school life such as student learning 
and achievement (Danielson, 2006; Darling-Hammond, 2000; Stronge, 2010; Stronge & 
Hindman, 2005), teacher leadership (Danielson, 2006; Katzenmeyer & Moyer, 2009; 
Murphy, 2005), and school effectiveness (Marzano, 2010), there is little consensus of 
what constitutes effective teaching (Lewis et al., 1999; Stronge, 2007). To gain 
understanding of the construct of teacher effectiveness, Stronge (2002, 2007) conducted a 
meta-review and synthesis of more than 300 studies related to effective teaching and 
developed a framework of the qualities of effective teachers. Stronge’s and 
Shimabukuro’s (1993, 1998) frameworks provide teachers and administrators with a 
basis for understanding and measuring the qualities of effective teaching (see Table 1).  
A current review of the Catholic school literature has revealed that while Catholic 
school teachers are historically recognized as essential to the realization of the mission of 
Catholic schools (Congregation for Catholic Education [CCE], 1977, 1982; Cook, 2002; 
Ozar & Weitzel-O’Neill, 2012; Second Vatican Council, 1965), there has been no 
modern research that has investigated the specific qualities that are essential to this task. 
Consequently, this study aims to investigate the qualities of effective teachers through the 
lens of secondary school administrators because by their role or position, they are 
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responsible for all aspects of a Catholic school’s mission and purpose (Ciriello, 1998; 
Cook & Durow, 2008; NCCB, 1979).  
Overview 
 
The review of literature on the qualities of the effective Catholic school teacher is  
divided into three sections. Section one focuses on the ecclesial writings concerning 
Catholic schools and the role of the teacher. Section two addresses the five qualities of 
the ideal Catholic school teacher, first in reference to the 1965-1990 ecclesial documents 
that Shimabukuro analyzed in her research, and then in reference to Church writings 
regarding Catholic education from 1990 to 2014, inclusive also of Catholic school 
experts and secular experts. Section three explores the six qualities of effective teachers 
as developed through the research of Stronge (2002, 2007), and then through subsequent 
research since 2007.  
Ecclesial Writings Concerning Catholic Schools and the Role of Teachers 
 
Pope Leo XIII (1885) declared that Catholic schools are the places where “the 
Catholic faith, our greatest and best inheritance, is preserved whole and entire” (¶4). 
Subsequent Church documents (CCE, 1977, 1982, 1988, 1997, 2002, 2007, 2014; NCCB, 
1972; Pius XI, 1929; Second Vatican Council, 1965) reiterated the importance of the 
Catholic school to the Church’s apostolic mission. At the heart of that mission is the 
teacher, upon whom schools depend “almost entirely for the accomplishment of its goals 
and programs” (Second Vatican Council, 1965, ¶8).  
The Second Vatican Council (1965) was clear in the duty of the teacher in 
fulfilling the Church’s mission through its schools: “The work of these teachers, this 
sacred synod declares, is in the real sense of the word an apostolate most suited to and 
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necessary for our times and at once a true service offered to society” (¶8). Furthermore, 
the Council Fathers wrote, “Intimately linked in charity to one another and to their 
students and endowed with an apostolic spirit, may teachers by their life as much as by 
their instruction bear witness to Christ, the unique Teacher” (¶8). In emphasizing the role 
of Catholic school teachers, the Council Fathers emphasized that teachers must possess, 
in addition to their desire to share their faith with students, sound personal and 
professional formation.  
The National Council of Catholic Bishops (NCCB, 1972) further recognized the 
role of the Catholic school teacher in helping to realize the mission of Catholic schools. It 
asserted that “this integration of religious truth and values with life distinguishes the 
Catholic school from other schools” (¶105). It declared,   
More than any other program of education sponsored by the Church, the Catholic 
school has the opportunity and obligation to be unique, contemporary, and 
oriented to Christian service: unique because it is distinguished by its 
commitment to the threefold purpose of Christian education and by its total design 
and operation which foster the integration of religion with the rest of learning and 
living; contemporary because it enables students to address with Christian insight 
the multiple problems which face individuals and society today; oriented to 
Christian service because it helps students acquire skills, virtues, and habits of 
heart and mind required for effective service to others. (¶106) 
 
The roles and responsibilities of the Catholic school teacher were further 
emphasized and clarified through the writings of the Congregation for Catholic Education 
(CCE, 1977, 1982). In The Catholic School, the CCE (1977) reiterated the importance of 
the Catholic school teacher as one who builds community and educates the whole person 
in communion with the faith. It also declared that,  
A teacher who is full of Christian wisdom, well prepared in his own subject, does 
more than convey the sense of what he is teaching to his pupils. Over and above 




The CCE (1982), in Lay Catholics in Schools: Witnesses to Faith, reaffirmed the critical 
importance of the witness of lay Catholic educators and their ministry, calling teaching 
“an indispensible human formation” (¶16) and declaring, “without it, it would be foolish 
to undertake any educational work” (¶16). 
The CCE (1982) called teachers to be well prepared in content and pedagogy, to 
view their role as teacher as one of relationship and community, and to possess, in 
addition to ongoing spiritual formation, ongoing professional development. This last 
point, teachers’ ongoing professional development, echoed the words of Pius XI (1929), 
who declared, in part, that “perfect schools are the result not so much of good methods as 
of good teachers, teachers who are thoroughly prepared and well-grounded in the matter 
they have to teach” (¶88). Broad in scope while also specific to the role of teacher, the 
CCE’s 1982 statement led Jacobs (1996) to call it “perhaps the most singularly important 
post-conciliar document for Catholic educators, because the question it responds to is at 
the heart of the Catholic educator’s vocation: ‘What is a professional educator in a 
Catholic sense?’ ” (p. 45).  
The teacher, according to the CCE (1988) in The Religious Dimension of 
Education in a Catholic School, must be an individual in the model of Christ. In addition 
to instructing youth with regard to the Catholic faith, Catholic school educators “must 
also be teachers of what it means to be human” (¶96), which “includes such things as 
affection, tact, understanding, serenity of spirit, a balanced judgment, patience in 
listening to others and prudence in the way they respond, and, finally, availability for 
personal meetings and conversations with the students” (¶96). 
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The CCE (1997), in The Catholic School on the Threshold of the Third 
Millennium, reiterated the specific nature of Catholic schools, calling “the synthesis 
between culture and faith” (¶14) one of its most important educational aims. It also 
focused on the ways in which the schools’ aims largely depend on its teachers who must 
serve in the image of Christ. It declared,  
In the Catholic school’s educational project there is no separation between time 
for learning and time for formation, between acquiring notions and growing in 
wisdom. The various school subjects do not present only knowledge to be 
attained, but also values to be acquired and truths to be discovered. All of which 
demands an atmosphere characterized by the search for truth, in which competent, 
convinced and coherent educators, teachers of learning and of life, may be a 
reflection, albeit imperfect but still vivid, of the one Teacher. (¶14) 
 
The Catholic school, therefore, is called to be “a living witness of the love of God 
among us” (¶46), according to the CCE (2007) in Educating Together in Catholic 
Schools. It is the place that can “become a means through which it is possible to discern, 
in the light of the Gospel, what is positive in the world, what needs to be transformed and 
what injustices must be overcome” (¶46). Furthermore, as the CCE (2014) wrote in 
Educating Today and Tomorrow: A Renewing Passion:  
Schools and universities are places where people learn how to live their lives, 
achieve cultural growth, receive vocational training and engage in pursuit of the 
common good; they provide the occasion and opportunity to understand the 
present time and imagine the future of society and mankind. (no. II) 
 
 Pope Francis (2014a) spoke specifically of the purpose of the educator in his 
address to the CCE. He exhorted,  
To educate is an act of love, it is to give life. And love is demanding, it calls for 
the best resources, for a reawakening of the passion to begin this path patiently 
with young people. The educator in Catholic schools must be, first and foremost, 
competent and qualified but, at the same time, someone who is rich in humanity 
and capable of being with young people in a style of pedagogy that helps promote 




Most recently, Pope Francis (2014b) called school “a place of encounter,” (¶5) a place 
whose mission it is to “develop the sense of the true, the sense of the good and the sense 
of the beautiful” (¶7). In an address to students and teachers of Italian schools, Pope 
Francis said, “We are all on a journey, beginning a process, on our way down a road. And 
I heard that school…is not a parking lot. It is a meeting place along the way” (¶5).  
Ecclesial Writings Concerning the Qualities of the Ideal Catholic School Teacher 
 
Shimabukuro’s (1993) dissertation concerning the typology of the ideal Catholic 
school teacher is rooted in her content analysis of Roman and American Church 
documents from 1965-1990 (see Table 3), which identifies the five qualities Catholic 
school educators are called to witness. Namely, the Catholic school teacher is to be: (a) a 
community builder, (b) committed to lifelong spiritual growth, (c) committed to lifelong 
professional development, (d) committed to students’ spiritual formation, and (e) 
committed to students’ human development. The review of literature that follows will 
address each of the qualities of effective Catholic school educators through four lenses: 
(a) the research of Shimabukuro; (b) Church documents since 1990; (c) Catholic school 






The Names of the Roman and American Church Documents Between 1965 and 1990 That 
Contributed to the Typology of the Ideal Catholic School Teacher Including Their 
Authors and Publication Dates  
Name of Church Document Author Publication 
Date 




To Teach As Jesus Did NCCB [American] 1972 
 
Teach Them NCCB [American] 1976 
 
The Catholic School CCE [Roman] 1977 
 
Sharing the Light of Faith NCCB [American] 1979 
 
Lay Catholics in Schools: Witnesses to Faith CCE [Roman] 1982 
 
Religious Dimension of Education in a Catholic 
School 
 
CCE [Roman] 1988 
 
In Support of Catholic Elementary and 
Secondary Schools 
NCCB [American] 1990 
Notes: Based on V.H. Shimabukuro’s (1993) Profile of an Ideal Catholic School Teacher, Unpublished 
Doctoral Dissertation, University of San Francisco.  
In 2001, the National Council of Catholic Bishops (NCCB) combined with the United States Catholic 
Conference (USCC) to form the United States Conference of Catholic Bishops (USCCB), the name by 
which it is now known.  
 
Teacher as Community Builder 
Shimabukuro’s Research on the Teacher as Community Builder 
 
According to Shimabukuro (1994), the “Teacher as Community Builder” was the 
“pervasive characteristic” (p. 23) to have emerged from her 1993 content analysis 
research of Roman and American Church documents (1965-1990) regarding the qualities 
of the ideal Catholic school teacher. She noted that the theme of teacher as community 
builder “embraced the other four qualities” (p. 23), namely, the teacher’s commitment to 
ongoing spiritual and professional growth, as well as the teacher’s commitment to 
fostering the continual spiritual and human development of students. Shimabukuro’s 
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(1993, 1998) work suggested that teacher as community builder included the following 
descriptors:  
• Affirms the dignity of each student 
• Appreciates the diversity (cultures, personal talents, religions, etc.) of students 
• Strives to develop healthy, caring relationships with students 
• Encourages students to become peacemakers 
• Collaborates with fellow teachers 
• Creates partnerships with parents 
• Supports the mission of school in tangible ways 
• Encourages students to provide service to others within the school 
• Creates opportunities for students to become involved in service projects outside 
the school. 
Church Documents on the Teacher as Community Builder 
 
Pope Pius XI (1929) identified education as “essentially a social and not a mere 
individual activity” (¶11) and as an institution that functions as a complement to both the 
Church and to the family. Likewise, the Second Vatican Council (1965) connected the 
teacher with the family, encouraging teachers to “work as partners with parents and 
together with them in every phase of education” (¶8). The NCCB (1972) solidified the 
notion of community building as an integral component not only within the mission of 
the Church but also of Catholic schools. The NCCB emphasized the concept of Catholic 
educators being “persons-in-community” (¶13). It wrote,  
Education is one of the most important ways by which the Church fulfills its 
commitment to the dignity of the person and the building of community. 
Community is central to educational ministry both as a necessary condition and an 
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ardently desired goal. The educational efforts of the Church must therefore be 
directed to forming persons-in-community. (¶8) 
 
The CCE (1977), in The Catholic School, reiterated the Catholic school teachers’ 
call to community and encouraged them to “contribute with courage and even audacity to 
the progress of this apostolate in building up a Catholic school” (¶8). Further, it exhorted 
that the “school must be a community whose values are communicated through the 
interpersonal and sincere relationships of its members and through both individual and 
corporative adherence to the outlook on life that permeates the school” (¶32). The CCE 
(1982), in Lay Catholics in Schools: Witnesses to Faith, later expanded the notion of 
community to include the idea of companionship, calling upon teachers to realize the 
relational commitment they have to their students. It declared, 
A personal relationship is always a dialogue rather than a monologue, and the 
teacher must be convinced that the enrichment in the relationship is mutual. But 
the mission must never be lost sight of: the educator can never forget that students 
need a companion and guide during their period of growth. (¶33)  
 
The CCE (1988), in The Religious Dimension of Education in a Catholic School, 
urged its schools to become an extension of the home community, or the “school-home” 
(¶27). Again, the idea of the teacher as community builder develops in the context of 
relationships teachers develop with students, for “the teachers love their students and they 
show this love in the way they interact with them” (¶110). The relationship that is shared 
between teachers and students is “both human and divine” (¶112) and “will make the 
Catholic school truly authentic” (¶112). Church documents published since 1990 reiterate 
the idea of community building as a central component of the teacher’s mission in the 
Catholic school. The CCE (1997), in The Catholic School on the Threshold of the Third 
Millennium, clearly stated the importance of the educating community:  
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While respecting individual roles, the community dimension should be fostered, 
since it is one of the most enriching developments for the contemporary 
school…The educating community, taken as a whole, is thus called to further the 
objective of a school as a place of complete formation through interpersonal 
relations. (¶18) 
 
The notion of school as community is one of the central indicators of the 
Catholicity of Catholic schools. Archbishop Miller (2006), serving as the secretary of the 
CCE, wrote, “The Holy See describes the school as community in four areas: the 
teamwork among all those involved; the cooperation between educators and bishops; the 
interaction of students with teachers; and the school’s physical environment” (p. 29).  
Likewise, the CCE (2007), in Educating Together in Catholic Schools: A Shared Mission 
Between Consecrated Persons and the Lay Faithful, reiterated the importance of 
community. It argued that “education can be carried out authentically only in a relational 
and community context” (¶12) and asserted that the Catholic school, “characterized 
mainly as an educating community, is a school for the person and of persons” (¶13).  
Most recently, the CCE (2014), in Educating Today and Tomorrow: A Renewing 
Passion, echoed the idea of schools, whether at the elementary, secondary, or post-
secondary level, as “educational communities where learning thrives on the integration 
between research, thinking and life experience” (no. II). Furthermore, it recognized that 
the school is only one community within a broader community; schools—and their 
teachers—must be cognizant of the ways in which they might connect those 
communities. The CCE wrote, “Schools would not be a complete learning environment 
if, what pupils learnt, did not also become an occasion to serve the local community” (no. 
II, 4). Furthermore, the CCE focused on the relationship between persons in the 
educational community and the centrality of that relationship. It wrote,  
  
27 
Teaching and learning are the two terms in a relationship that does not only 
involve the subject to be studied and the learning mind, but also persons: this 
relationship cannot be based exclusively on technical and professional relations, 
but must be nourished by mutual esteem, trust, respect, and friendliness. When 
learning takes place in a context where the subjects who are involved feel a sense 
of belonging, it is quite different from a situation in which learning occurs in a 
climate of individualism, antagonism and mutual coldness. (no. III) 
 
Catholic School Experts’ Views on the Teacher as Community Builder 
 
Buetow (1988) wrote of the relationship teachers build with students and 
colleagues and the importance of having a “lively concern for the personhood of each 
student” (p. 249). Byrk, Lee, and Holland (1993) characterized the Catholic high school 
as community and teachers as integral to fulfilling that concept. Likewise, Groome 
(1998) encouraged teachers “to commit themselves to the ‘common good’ as integral 
with the personal good of their learners” (p. 192). Groome called Catholic educators to 
much the same tasks as outlined by the documents of the Church: namely, to nurture in 
students a connection with and concern for their faith and their communities. Groome, 
also asserted that relationships are central to community building within the educational 
community. He wrote, “Let educators proceed in ways that foster cooperation and 
partnership among learners—that form them for ‘right relationship’ in every context of 
life” (p. 195).  
The work of Cook and Simonds (2011) suggested that community is at the heart 
of today’s Catholic schools. For the authors, community is synonymous with 
relationships. They wrote, “A school is authentically and distinctively Catholic when it 
fosters relationships that are both human and divine. Catholic educators who embrace the 
concept of relationship-building as the organizing principle for their schools will embark 
on a process of educational change” (p. 323). 
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The Catholic school as community and, subsequently, the call of the Catholic 
school teacher as a community builder, is a theme also supported in the writings of 
Catholic school experts. Ozar and Weitzel-O’Neil (2012) included a discussion of the 
Defining Characteristics of Catholic Schools, which are rooted in Miller’s (2006) 
compilation of the Holy See’s teaching on Catholic schools, as part of the National 
Standards and Benchmarks for Effective Catholic Elementary and Secondary Schools 
(NSBECS), as stipulated by the Andrew M. Greeley Center for Catholic Education at 
Loyola University of Chicago. The Catholic school as “shaped by communion and 
community” (p. 3) is one of those core characteristics.  
Secular Experts’ Views on the Teacher as Community Builder 
 
 The theme of the teacher as community builder also exists in secular research 
related to teaching and learning. Sergiovanni (1994) suggested schools be regarded more 
as communities than as organizations. He asserted, “Changing the metaphor for the 
school from organization to community changes what is true about how schools should 
be organized and run, about what motivates teachers and students, and about what 
leadership is, and how it should be practiced” (p. 217). Communities, he argued, are 
centered around connections and “defined by their centers of values, sentiments, and 
beliefs that provide the needed conditions for creating a sense of we from a collection of 
Is.” (p. 217). He continued, “As a we, members are part of a tightly knit web of 
meaningful relationships” (p.218). Furthermore, he asserted, “With community as the 
theory, we would have to restructure in such a way that the school itself is not defined by 
brick and mortar but by ideas and relationships” (p. 223).  
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Likewise, Palmer (1998, 2007) asserted that good teaching is “always and 
essentially communal” (Palmer, 2007, p. 118) and that “community, or connectedness, is 
the principle behind good teaching” (p. 118). Senge (1990, 2000) posited that the learning 
organization is built upon the learning disciplines of personal mastery, shared vision, 
mental models, team learning, and systems thinking. Similarly, Barth (2004, 2006) urged 
teachers to engage in building a community of learners and leaders within their schools; 
he wrote, “The nature of relationships among the adults within a school has a greater 
influence on the character and quality of that school and on student accomplishment than 
anything else” (Barth, 2006, p. 9). Lickona and Davidson (2005) focused on various 
iterations of the school as community, namely as an ethical learning community and 
small learning community characterized by positive, caring relationships. They wrote, 
“We would argue that community is much more powerful when it is based not simply on 
social bonds but on a shared sense of worthy purpose, such as the commitment to 
excellence and ethics” (p. 34). 
Teacher as Committed to Lifelong Spiritual Growth 
Shimabukuro’s Research on the Teacher as Committed to Lifelong Spiritual Growth 
 
 One of the central themes to have emerged from Shimabukuro’s (1993) research 
is that the ideal Catholic school teacher is committed to lifelong spiritual growth. 
According to Shimabukuro (1998),   
The Catholic dimension of the school finds its roots in each teacher’s commitment 
to spiritual growth. Rather than view themselves strictly as a professional, 
Catholic school teachers include in their identity the function of minister, of one 
who possesses a vocation to Catholic education. (p. 25)  
 
Shimabukuro’s (1993, 1998) work suggested that the following descriptors indicated the 
teacher as committed to lifelong spiritual growth:  
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• Strives to deepen his/her understanding of the Catholic faith 
• Views teaching role as that of ministry 
• Models reverence for the holy 
• Becomes involved in activities that nurture his or her continuing spiritual 
formation 
• Consciously integrates Christian values into curriculum and instruction 
• Remains updated in Catholic doctrine and theology 
• Models psychological well-being 
• Reflects upon his or her effectiveness as a teacher in a Catholic school 
culture 
• Engages with students individually and projects a person-centered 
approach to teaching 
• Permeates the Christian spirit his or her dealings with others. 
Church Documents on the Teacher as Committed to Lifelong Spiritual Growth 
 
The Second Vatican Council (1965) declared that the vocation of teaching in a 
Catholic school “demands special qualities of mind and heart” (¶5). Additionally, the 
Council Fathers wrote that the teachers should “therefore be very carefully prepared so 
that both in secular and religious knowledge they are equipped with suitable 
qualifications” (¶8). Likewise, the CCE (1977), in The Catholic School, asserted that the 
“teacher who is full of Christian wisdom, well prepared in his own subject, does more 
than convey the sense of what he is teaching to his pupils” (¶41). It proclaimed, “By their 
witness and their behavior teachers are of the first importance to impart a distinctive 
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character to Catholic schools. It is, therefore, indispensable to ensure their continuing 
formation through some form of suitable pastoral provision” (¶78).  
The call of the Catholic school teacher to be committed to a lifetime of spiritual 
growth is most clearly articulated by the CCE (1982) in Lay Catholics in Schools: 
Witnesses to Faith, which declared, “The life of the Catholic teacher must be marked by 
the exercise of a personal vocation in the Church, and not simply by the exercise of a 
profession” (¶37). Furthermore, teachers’ spiritual formation, it wrote, was central to 
their profession and necessitated ongoing commitment.  
The USCCB (2005), in Renewing Our Commitment to Catholic Elementary and 
Secondary Schools in the Third Millennium, echoed the commitment to spiritual 
formation outlined by the CCE (1982) and connected the teachers’ spiritual formation 
with the Catholic integrity of the school. The USCCB declared, 
The preparation and ongoing formation of new administrators and teachers is vital 
if our schools are to remain truly Catholic in all aspects of school life. Catholic 
school personnel should be grounded in a faith-based Catholic culture, have 
strong bonds to Christ and the Church, and be witnesses to the faith in both their 
words and actions. The formation of personnel will allow the Gospel message and 
the living presence of Jesus to permeate the entire life of the school community 
and thus be faithful to the school’s evangelizing mission. (¶22) 
 
According to Archbishop Miller (2006), the spiritual formation of a school’s 
personnel contributes to the Catholicity of schools and, in turn, to the spiritual formation 
of the school’s students. He stated, “More than a master who teaches, the Catholic 
educator is a person who gives testimony by his or her life” (p. 53). Most recently, Pope 
Francis (2014a) asserted that Catholic schools educators are “in need of permanent 
formation” (¶7). In an address to the CCE, he declared, 
It is necessary to invest so that teachers and supervisors may maintain a high level 
of professionalism and also maintain their faith and the strength of their spiritual 
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impetus. And in this permanent formation too I would suggest a need for retreats 
and spiritual exercises for educators. It is a beautiful thing to offer courses on the 
subject, but it is also necessary to offer spiritual exercises and retreats focused on 
prayer! For consistency requires effort but most of all it is a gift and a grace. We 
must ask for it! (¶7) 
  
Catholic School Experts’ Views on the Teacher as Committed to Lifelong Spiritual 
Growth 
 
Bryk et al. (1993) noted that teachers in Catholic schools view their role as one of 
ministry and “are as concerned about the kind of person that each student becomes as 
about how much a student knows” (p. 97). According to the NSBECS (Ozar and Weitzel-
O’Neil, 2012), a defining characteristic of effective Catholic schools is that they are 
sustained by Gospel witness through their teachers as well as their curriculum and 
programs. Furthermore, faculty and staff are expected to engage in professional 
development that includes religious formation. Additionally, Standard Four within the 
domain of “Mission and Catholic Identity” of the NSBECS refers to opportunities for 
adult faith formation and action in the service of social justice. 
Jacobs (1996) suggested that Catholic teachers practice a form of mindfulness to 
deepen their spiritual lives and recall their role as one of ministry. He wrote, 
Educational excellence is achieved, then, as educators are mindful of and 
effectively communicate their school’s purpose. What must not be forgotten is 
that the theological virtue of faith is what provides the courage and confidence 
that excellent Catholic educators need to remain committed to and to fulfill the 
demands of their ministry. Only disciples who are full of faith are able to 
proclaim in very practical ways the Good News to young men and women. (p. 57)  
 
Groome (1998) echoed Jacobs’ idea of mindfulness, writing that teachers should develop 
a “sacramental outlook,” (p. 151) allowing them to “develop and constantly nurture their 
own sacramental consciousness” (p. 151). A sacramental outlook, according to Groome, 
“will enable people to make the most out of life and to become fully alive human 
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beings—as alive and as human as they can become in their divine vocation” (p. 133). 
With regard to such an outlook or sacramental “cosmology” (p. 151) on the part of 
educators, he maintained, “When educators live their own lives as gifts and gracious, as 
meaningful and worthwhile, with imagination and generativity, such cosmology 
inevitably permeates their teaching and encourages a similar outlook in learners” (p. 
151).  
Heft (2011) suggested that the teachers’ calling is one of ministry and vocation, 
which feeds the teacher’s own spiritual life and carries through to students. He wrote of 
the distinction of teaching as a career and teaching as a vocation, claiming that such a 
distinction “helps us understand the difference between saying ‘I teach’ and ‘I am a 
teacher.’ The former is an activity; the latter is a statement of who a person is” (p. 179). 
Heft concluded,  
If teachers are to educate in the full sense of the word (both to teach and to form 
students), then they themselves need first to be transformed in and through the 
very process of handing on the faith tradition on which the school has been 
founded, and then develop the practices of good teaching. What teachers in a 
Catholic school should seek is not just that their students memorize texts…but 
ultimately that they be touched personally by the Word within a community 
attentive to words about the Word. (p. 176) 
 
Furthermore, Heft asserted, “teachers need to experience their lives and work as a calling, 
to develop a passion for teaching, be willing to confront the culture, and be students 
themselves, both of their subject and their students” (p. 187).  
Cho’s (2013) research of Catholic secondary school teachers found that teachers’ 
personal spirituality, or “living faith” (p. 120), was highly correlated with their decision 
and commitment to teaching in Catholic schools. His findings suggested that teachers’ 
ongoing spiritual formation is critical to teachers’ commitment to teaching and to the 
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school community in general. Cho concluded that “the ongoing faith formation for 
teachers should consider development of all three dimensions of Catholic faith—belief, 
intimacy with God, and action—as a way to strengthen teacher commitment” (p. 134). 
Secular Experts’ Views on the Teacher as Committed to Lifelong Spiritual Growth 
 
Palmer (1993, 1998, 1999, 2003, 2007) and Durka (2002) wrote extensively of the 
teacher’s interior life, of the importance for teachers to develop a spirituality of teaching, 
and of vocation. Durka contended,  
A sense of calling can keep us on course. If we believe, in the depths of our souls, 
that what we do in the classroom makes a difference in the lives of those we 
teach, we can live and work in a different world from that which meets the eye. 
(p. 9) 
 
Palmer (2003) called spirituality “an elusive word with a variety of definitions—some 
compelling, some witty, some downright dangerous” (p. 377) and then offered his own: 
“Spirituality is the eternal human yearning to be connected with something larger than 
our own egos” (p. 377). Moreover, Palmer (2007) posited that the teacher’s inner life 
cannot nor should not be divorced from the teacher’s outer life, the life of the classroom, 
and the students. He wrote,  
Knowing my students and my subject depends heavily on self-knowledge. When I 
do not know myself, I cannot know who my students are. I will see them through 
a glass darkly, in the shadows of my unexamined life—and when I cannot see 
them clearly, I cannot teach them well. (p. 3)  
 
McDaniel (1999) explored the notion of the inner teacher and asserted, “teacher 
development in the new millennium will increasingly focus on how the inner life of 
teachers can be nurtured and spirits may be fed” (p. 31). Mayes (2001) suggested that 
teacher education programs include a focus on teacher spirituality; to avoid doing so, he 
argued, is “existentially inauthentic” (p. 5). Furthermore, while advocating for teachers to 
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embark on their own journeys toward understanding their inner selves, Palmer (2003) 
also advocated for teacher-training programs to include spirituality as an integral point of 
focus.  
Marshall (2009) explored preservice teachers’ spiritual reasons for entering the 
teaching profession, teacher attrition, teacher satisfaction, and the ways in which teacher-
training programs might include a focus on teachers’ spirituality. Marshall argued, “A 
preservice program which paid attention to these deeper needs and encouraged teachers 
to reflect upon them could reinforce future teachers’ psychological reasons and rationale 
for entering the profession” (p. 39). Tucker (2010) also explored the role of spirituality in 
the teacher’s life and in classroom practice, identified characteristics of spirituality 
gleaned from professional literature, and offered recommendations for teachers seeking 
to integrate a spiritual dimension into their classrooms. The importance of teachers’ 
spirituality in the realm of education is highlighted in this collection of studies, which 
recognize this aspect of teaching to being important to effective teaching.  
Teacher as Committed to Lifelong Professional Development 
Shimabukuro’s Research on the Teacher as Committed to Lifelong Professional 
Development 
 
Shimabukuro (1998) noted that teachers’ professional development “received 
minimal attention throughout Church literature on education” (p. 35). However, she 
continued, “what is mentioned is pregnant with meaning and implications for 21st-
century teaching” (p. 35). Shimabukuro’s (1993, 1998) work suggested that the following 
descriptors indicated the teacher as committed to lifelong professional development:  
• Strives to remain updated in teaching methods 
• Allows students to participate in instructional decision making 
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• Is a reflective practitioner 
• Employs a variety of instructional methods 
• Maintains an awareness of the realities of society and their effect(s) on students 
• Remains abreast of advances in technology 
• Views self as a lifelong learner 
• Incorporates the use of technology 
• Takes advantage of opportunities for professional development. 
Church Documents on the Teacher as Committed to Lifelong Professional Development 
 
Pope Pius XI (1929) included the phrase “thoroughly prepared” in his description 
of perfect schools and good teachers. More than three decades later, the Second Vatican 
Council (1965) offered further clarification, calling for “very careful preparation, and 
continuing readiness to renew and adapt” (¶5). The Council Fathers declared that teachers 
should also be prepared in both secular and religious knowledge such that “they are 
equipped with suitable qualifications and also with a pedagogical skill that is in keeping 
with the findings of the contemporary world” (¶8).  
While the CCE (1977) wrote in The Catholic School that teachers should be “well 
prepared in his own subject,” the indicators of such preparation were not articulated. The 
CCE (1982), in Lay Catholics in Schools: Witnesses to Faith, outlined in more detail the 
professionalism required by teachers in Catholic schools, writing: 
The first requirement, then, for a lay educator who wishes to live out his or her 
ecclesial vocation, is the acquisition of a solid professional formation. In the case 
of an educator, this includes competency in a wide range of cultural, 
psychological, and pedagogical areas. However, it is not always enough that the 
initial training be at a good level; this must be maintained and deepened, always 
bringing it up to date…educators must realize that poor teaching, resulting from 
insufficient preparation of classes or outdated pedagogical methods, is going to 
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hinder them severely in their call to contribute to an integral formation of the 
students; it will also obscure the life witness that they must present. (¶27)  
 
The CCE renewed the call of the Second Vatican Council (1965) that teachers should 
“therefore be trained with particular care, so that they may be enriched with both secular 
and religious knowledge, appropriately certified, and may be equipped with an 
educational skill which reflects modern day findings” (¶60). The CCE also outlined in 
specific detail the ways in which the Catholic school teacher must commit to ongoing 
professional development. It wrote, “the Catholic educator has an obvious and constant 
need for updating: in personal attitudes, in the content of the subjects, that are taught, in 
the pedagogical methods that are used (¶68). It went even further to include the various 
means by which Catholic educators may engage in professional development and 
personal formation. It wrote,  
Among the variety of means for permanent formation, some have become 
ordinary and virtually indispensible instruments: reading periodicals and pertinent 
books, attending conferences and seminars, participating in workshops, 
assemblies, and congresses, making appropriate use of periods of free time for 
formation. All lay Catholics who work in schools should make these a habitual 
part of their own human, professional, and religious life. (¶69) 
 
While acknowledging the difficulties teachers may face in committing to professional 
development, the CCE also acknowledged the urgency and critical importance of doing 
so, stating: 
[N]o lay Catholic who works in a school can ignore this present-day need. To do 
so would be to remain locked up in outdated knowledge, criteria, and attitudes. To 
reject a formation that is permanent and that involves the whole person—human, 
professional, and religious—is to isolate oneself from the very world that has to 
be brought closer to the Gospel. (¶70) 
 
Likewise, the USCCB (2005) called for ongoing professional development as 
necessary to all those who work in Catholic schools. Such programs would “introduce 
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new and effective initiatives, educational models, and approaches, while always 
maintaining a sound Catholic identity in our schools” (¶24). The CCE (2007), in 
Educating Together In Catholic Schools: A Shared Mission Between Consecrated 
Persons and the Lay Faithful, outlined even more concrete qualifications regarding 
teachers’ professional development. Reiterating the need for teachers to remain willing 
and open to continued learning and to adaptation and renewal of their personal and 
professional training, the CCE emphasized the teachers’ necessary professional 
formation. It asserted,  
The professional formation of the educator implies a vast range of cultural, 
psychological and pedagogical skills, characterized by autonomy, planning and 
evaluation capacity, creativity, openness to innovation, aptitude for updating, 
research and experimentation. It also demands the ability to synthesize 
professional skills with educational motivations, giving particular attention to the 
relational situation required today by the increasingly collegial exercise of the 
teaching profession. (¶22) 
 
The CCE (2014), in Educating Today and Tomorrow: A Renewing Passion, 
underscored the importance of teacher training and a commitment to teachers’ continual 
development, calling professional competence “the necessary condition for openness to 
unleash its educational potential” (no. II, 7). The CCE noted a particular urgency to 
teachers’ professional development, asserting that “teacher training becomes essential 
and requires rigour and depth; without this, their teaching would be considered as not 
credible, unreliable and, therefore, unnecessary” (no. III, 1, j). Furthermore, it declared, 
A lot is being required of teachers and managers: they should have the ability to 
create, invent and manage learning environments that provide plentiful 
opportunities; they should be able to respect students’ different intelligences and 
guide them towards significant and profound learning; they should be able to 
accompany their students toward lofty and challenging goals, cherish high 
expectations for them, involve and connect students to each other and the world. 
Teachers must be able to pursue different goals simultaneously and face problem 
situations that require a high level of professionalism and preparation. To fulfil 
  
39 
such expectations, these tasks should not be left to individual responsibility and 
adequate support should be provided at institutional level, with competent leaders 
showing the way, rather than bureaucrats. (no. II, 7) 
 
Most recently, Pope Francis (2014b), in an address to students and teachers of 
Italian schools, spoke of the many reasons he loved school, citing his first-grade teacher 
as his first reason. He called school “synonymous with openness to reality” (¶3) and 
stated that “teachers are the first ones who must remain open to reality” (¶4). He asserted 
that teachers’ commitment to learning is paramount, declaring,  
If a teacher is not open to learning, he or she is not a good teacher and isn’t even 
interesting; young people understand that, they have a “nose” for it, and they are 
attracted by professors whose thoughts are open, “unfinished”, who are seeking 
something “more”, and thus they infect students with this attitude. (¶4) 
 
Ecclesial documents historically have supported the need for teachers’ professional 
development and have, over the years, articulated more clearly and fully the duty of 
teachers to remain current in their pedagogy and practice.  
Catholic School Experts’ Views on the Teacher as Committed to Lifelong Professional 
Development 
 
Lucilio’s (2009) research on Catholic secondary school teachers’ professional 
development needs suggested that teachers are willing to update, adapt, and renew their 
professional formation, particularly in the areas of content material and instructional 
strategies. Furthermore, her research suggested that teachers believed that they knew best 
what they needed with regard to professional development and should, therefore, be 
included in designing and implementing professional development strategies. Her 
research also suggested that while teachers and school and diocesan administrators 
largely agree on how professional development may best be delivered, namely, through 
demonstrations and hands-on experiences, they differ in their perceptions of what content 
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is most necessary. Catholic school teachers noted a need for specific content material and 
information on how to integrate that material into the classroom to improve student 
achievement; school and diocesan administrators, however, instead favored a focus on 
instructional strategies, with specific content material and current research rated second 
for school administrators and diocesan administrators, respectively.  
Mayotte, Wei, Lamphier, and Doyle (2013) explored the notion of building 
capacity among Catholic school teachers to improve student learning through a 
professional development model built upon a framework developed by the Alliance for 
Catholic Education (ACE) called the ACE Collaborative for Academic Excellence. That 
framework includes three areas of focus in its aim toward school improvement: 
developing (a) teacher, (b) group, and (c) vision capacity. The researchers surveyed 
participants of workshops from two summers to ascertain their perceptions of the 
professional development model and coded their responses according to the model’s 
three areas of focus: (a) teacher capacity, (b) group capacity, or (c) vision capacity. The 
researchers found that participants often cited teacher and group capacity as being 
beneficial components of the model but rarely cited vision capacity, perhaps not realizing 
the connection between the teachers’ work and the school’s overall vision. The 
researchers concluded, “The ACE Collaborative and other professional development 
models would therefore do well to more intentionally help schools and dioceses articulate 
shared beliefs and values about student learning” (p. 283). The importance of a 
commitment to professional development is also substantiated by its articulation within 
the NSBCES (Ozar and Weitzel-O’Neill, 2012). Specifically, Standard Seven, which 
refers to a Catholic school’s academic excellence, included four benchmarks related to 
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ongoing professional development: (a) faculty are encouraged to collaborate via 
professional learning communities, (b) meet requirements for academic preparation and 
licensing, (c) improve knowledge and skills necessary for instruction, and (d) engage in 
professional development.  
Secular Experts’ Views on the Teacher as Committed to Lifelong Professional 
Development  
 
The teacher as a learner, as one who is committed to his or her professional 
growth, is a theme consistent in the secular literature as well as that devoted to Catholic 
education. Senge (1990) identified personal mastery as one of the core disciplines of a 
learning organization, while several scholars (Borko, 2004; Darling-Hammond, 2014; 
Lieberman, 1995; Little, 1999) have explored teachers’ learning and school reform 
through professional development opportunities. Wei, Darling-Hammond, and Adamson 
(2010) investigated trends, impact, and effectiveness of teacher’s professional 
development both in the United States and abroad. The researchers asserted,  
For professional development to have a significant impact on teaching practice 
and on student learning, it needs to be intensive; sustained over time; embedded in 
teachers’ day-to-day work in schools; related directly to teachers’ work with 
students; able to engage teachers in active learning of the content to be taught and 
how to teach that content; coherent with district policies related to curriculum, 
instruction, and assessment; and structured to regularly engage teachers in local 
professional learning communities where problems of practice are solved through 
collaboration. (p. 38) 
However, Wei, Darling-Hammond, and Adamson (2010) also found little professional 
development centered around content and “a sharp decline in the intensity of professional 
development on topics such as reading instruction, classroom management, and uses of 
technology for instruction” (p. 39). The researchers suggested that state and federal 
policies focus on sustained and intensive professional development strategies that 
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research suggests to be effective. Likewise, Whitcomb, Borko, and Liston (2009) offered 
an overview of federal initiatives focused on improving the nation’s schools and a review 
of literature focusing on suggestions to improve professional development models and 
practices. The authors concluded, “to grow talent in the teaching force requires both 
excellent teacher preparation as well as robust professional development” (p. 212). 
Teacher as Committed to Students’ Spiritual Formation 
Shimabukuro’s Research on the Teacher as Committed to Students’ Spiritual Formation 
 
According to Shimabukuro (1993), Church documents not only call the teacher to 
ongoing personal spiritual formation but also to a commitment to students’ spiritual 
formation. Shimabukuro’s (1993, 1998) work suggested that the following descriptors 
indicated the teacher as committed to students’ spiritual formation:  
• Actively promotes the values of religious education with students 
• Promotes the moral development of students 
• Participates with his or her students in schoolwide prayer 
• Helps students to create an atmosphere of reverence 
• Employs a variety of techniques to promote and to individualize the spiritual 
formation of his or her students 
• Creates a holy space in classroom; creates holy time in classroom 
• Engages in meaningful conversation beyond the scope of instruction 
• Assists students in being aware of the countercultural aspects of the Christian 
lifestyle 
• Is willing to adjust a lesson in order to deal with a pressing class issue or to 
pursue a spiritual, religious, or morally based topic with students. 
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Church Documents on the Teacher as Committed to Students’ Spiritual Formation 
 
According to the Second Vatican Council (1965), the Catholic school exists to be 
an “aid to the fulfillment of the mission of the People of God and to the fostering of the 
dialogue between the Church and mankind” (¶8). The NCCB (1972) asserted that 
Catholic schools “afford the fullest and best opportunity to realize the threefold purpose 
of Christian education among children and young people” (¶101). Furthermore, it wrote, 
“this integration of religious truth and values with life distinguishes the Catholic school 
from other schools” (¶105). 
The CCE (1977), in The Catholic School, declared that the Catholic school is an 
integral part in communicating the faith to its young people and engaging in students’ 
spiritual formation. It wrote, “The Catholic school forms part of the saving mission of the 
Church, especially for the education in the faith” (¶9). This statement emphasizes the role 
the school plays in contributing to students’ spiritual formation. Teachers, especially, 
play an important part in “safeguarding and developing the distinctive mission of the 
Catholic school, particularly with regard to the Christian atmosphere which should 
characterize its life and teaching” (¶73).  
The CCE (1982) wrote of the specific mission that is the responsibility of lay 
educators with regard to students’ spiritual formation in Lay Catholics in Schools: 
Witnesses to Faith, namely, to lead students to the intersection of faith and culture. The 
CCE asserted, 
It must never be forgotten, during the days of formation, that the role of the 
teacher is to present the class materials in such a way that students can easily 
discover a dialogue between faith and culture, and gradually be led to a personal 




While devoting the majority of its focus to religious instruction in Catholic 
schools, the CCE (1988), in The Religious Dimension of Education in a Catholic School, 
again urged all Catholic school educators to consider the ways in which their subject 
matter may be infused with a religious dimension such that students may grow in 
understanding of the intersection between faith and culture and to grow to possess a 
“mature faith” (¶52). Teachers of the humanities, of mathematics, of science, and, of 
course, of religion will lead students to understand that a “relationship exists between 
faith and human culture” (¶51). Such a mission is the responsibility of all teachers, for 
“everyone should work together, each one developing his or her own subject area with 
professional competence, but sensitive to those opportunities in which they can help 
students to see beyond the limited horizon of human reality” (¶51).  
The CCE (1997), in The Catholic School on the Threshold of the Third 
Millennium, also explored the school’s role in leading students in their spiritual 
formation:  
The Catholic school should be able to offer young people the means to acquire the 
knowledge they need in order to find a place in a society which is strongly 
characterized by technical and scientific skill. But at the same time, it should be 
able above all, to impart a solid Christian formation. (¶8) 
 
Likewise, the USCCB (2005), in Renewing our Commitment to Catholic Elementary and 
Secondary Schools in the Third Millennium, maintained the importance of the Catholic 
school in its commitment to students’ spiritual formation, declaring, 
Catholic schools afford the fullest and best opportunity to realize the fourfold 
purpose of Christian education, namely to provide an atmosphere in which the 
Gospel message is proclaimed, community in Christ is experienced, service to our 





The CCE (2007), in Educating Together in Catholic Schools, further emphasized the role 
of Catholic schools in leading students on paths of personal discovery of themselves, 
their faith, and their world. The CCE asserted that in the Catholic school,  
Students learn to overcome individualism and to discover, in the light of faith, 
that they are called to live responsibly a specific vocation to friendship in Christ 
and in solidarity with other persons. Basically, the school is called to be a living 
witness of the love of God among us. It can, moreover, become a means through 
which it is possible to discern, in the light of the Gospel, what is positive in the 
world, what needs to be transformed and what injustices must be overcome. (¶46) 
 
Most recently, the CCE (2014), in Educating Today and Tomorrow: A Renewing 
Passion, affirmed the role of Catholic schools as places where students may encounter 
Christ through their teachers, their studies, and their school communities. Catholic 
schools, they contended, are: 
A place of testimony and acceptance, where faith and spiritual accompaniment 
can be provided to young people who ask for it; they open their doors to all and 
uphold both human dignity, as well as the dissemination of knowledge, to the 
whole of society, irrespective of merit. (no. III, ¶2) 
 
Catholic School Experts’ Views on the Teacher as Committed to Students’ Spiritual 
Formation 
 
Byrk et al. (1993) asserted that “Catholic schools consciously sought to shape the 
kind of people students would become—to engage in what might be called ‘character 
building’ ” (p. 134). They also wrote that Catholic school teachers reported strong 
commitments to both students’ academic development and students’ personal 
development. Groome (1998) asserted that teaching in a way that fosters students’ 
spiritual dimension involves: 
[A] teaching style more of drawing out than pouring in, more of making students 
agents than recipients of knowledge, of getting them to see for themselves more 
than telling what them to see. This is another way of saying that a spiritual 
outlook on teaching asks educators to trust people’s innate capacity for learning 
and to remember that the spirit is enlivened. (p. 350) 
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Groome also suggested a “Spiritual Schema for Teaching” that “may encourage a style of 
teaching that cares for the soul” (p. 351), which included five aims: (a) engage and invite 
learners to express their interiority, (b) encourage people to reverence the ordinary, to 
notice the mystery, (c) encourage learners to probe and weigh their personal sentiments, 
(d) consider care of souls in choosing what to teach, and (e) encourage spiritual 
discernment and decision making. Calling spirituality the “foundation of Catholic 
education,” Groome (2002) also explored the idea of what St. Augustine called “the inner 
teacher” and the ways in which teachers can impart a spirituality to students “without a 
lot of explicit God-talk” (p. 69). Recalling one particular teacher, Groome wrote,  
His teaching style was crafted to constantly engage our souls. He drew us in as 
real persons, as active learners about what matters most in life. His questioning 
was rarely simple recall of what he’d taught, but invited us to share what we 
thought and felt and were coming to see for ourselves. (p. 69) 
 
Shimabukuro (2008) drew upon the works of both secular and Catholic researchers in 
describing spirituality and teaching and learning processes, particularly those relating to 
students of the Millennial generation. She suggested that when teachers position 
spirituality at the root of pedagogy, they will meet the needs of the current generation of 
students. Shimabukuro concluded, 
When students actively engage in their learning through New Science teaching 
and learning methodologies, namely through ‘generative’ and ‘transformative’ 
pedagogical models, they experience opportunities to activate the spirit of God 
dwelling within them. This activation propels their spiritual development, which 
lies at the heart of Catholic education. (p. 519) 
 
Rossiter (2010) argued that the spiritual landscape for today’s students is a 
different one from that of generations past. Focusing primarily on the role and purpose of 
religious education, Rossiter’s research suggested implications for all educators. He 
wrote, “If Catholic schools are to offer an education in spirituality that is relevant to the 
  
47 
lives of pupils, then there is a need to understand and acknowledge their changed 
perspective” (p. 130). Rossiter’s research explored the changing landscape of spirituality 
and suggested that in understanding such changes, those in Catholic education and, in 
particular, those teaching religious education in Catholic schools will “see the need for a 
different pattern of emphasis in religious education” (p. 131). Furthermore, he argued, 
A relatively secular spirituality has become ‘normal’ for many Catholics, both 
young and old, and, therefore, it needs to be understood and addressed positively, 
and not negatively in terms of a deficit model that employs words like secular, un-
churched, non-practising, non-traditional or non-religious. (p. 131) 
 
The NSBCES (Ozar and Weitzel-O’Neill, 2012) articulate a commitment to 
students’ spiritual formation development as one of the benchmarks of effective Catholic 
schools. Standard Three of “Mission and Catholic Identity” referred to a Catholic 
school’s mission to provide for student faith formation. This standard included four 
benchmarks stating that every student: (a) is offered timely and regular opportunities to 
learn about and experience the nature and importance of prayer, the Eucharist, and 
liturgy, (b) is offered timely, regular, and age-appropriate opportunities to reflect on their 
life experiences and faith through retreats and other spiritual experiences, (c) participates 
in Christian service programs to promote the lived reality of action in service of social 
justice, and (d) experiences role models of faith and service for social justice among the 
administrators, faculty and staff.  
Secular Experts’ Views on the Teacher as Committed to Students’ Spiritual Formation 
 
Kessler (1999) asserted that spirituality has a place in education, including in 
public education, especially if “we are educating for wholeness, citizenship, and 
leadership in a democracy” (p. 52). Suhor (1999) also explored the ways in which 
teachers might embrace the spiritual in their content matter and in their classrooms. He 
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found,   
Spirituality grows in classrooms when teachers see themselves as agents of joy 
and conduits for transcendence, rather than merely as licensed trainers or 
promoters of measurable growth. Surely the latter roles are important, but they are 
not why we educate. (p. 16) 
 
Johnson (1999) described eight distinct categories of and approaches to spirituality in 
education, all of which are linked by the idea of connections. She wrote,  
Each way of thinking about spirituality and education emphasizes differing kinds 
of connections—with one’s inner self, with others, with the world, with nature, 
with knowledge, with the divine, with religious figures, with emotions, with the 
body, with imagination, and with the creative process. (¶31) 
 
Johnson identified the eight approaches to spirituality in education as: (a) spirituality as 
meaning making, (b) spirituality as self-reflection, (c) spirituality as mystical knowing, 
(d) spirituality as emotion, (e) spirituality as morality, (f) spirituality as religion, (g) 
spirituality as ecology, and (h) spirituality as creativity. To Johnson’s eight approaches to 
spirituality, Lickona and Davidson (2005) added another, “spirituality as the quest for the 
connectedness” (p. 193). These categories of spirituality, they wrote, “enable us to 
articulate to ourselves, and communicate to students, colleagues, and parents, what we 
mean when we say that we wish to help students develop as ‘spiritual persons.’ ” (p. 
193).  
Palmer (1993, 1998, 1999, 2003, 2007) wrote extensively of the teachers’ 
commitment to personal spiritual formation and, in turn, the spiritual formation of 
students. Palmer (1999) acknowledged the place for spiritual questions in the classroom, 
asserting that students crave not so much the answers but the discovery of the paths that 
lead to such answers. He noted, “Spiritual mentoring is not about dictating answers to the 
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deep questions of life. It is about helping young people find questions that are worth 
asking because they are worth living, questions worth wrapping one’s life around” (p. 8).  
Teacher as Committed to Students’ Human Development 
Shimabukuro’s Research on the Teacher as Committed to Students’ Human Development 
 
Shimabukuro (1998) noted that “the human development of students received 
minimal focus throughout Church literature on education” (p. 59) but that “statements 
made are potent with contemporary meaning” (p. 59). In her analysis of Church 
documents, Shimabukuro (1993, 1998) suggested that the following descriptors indicated 
the teacher as committed to students’ human development:  
• Designs curriculum to accommodate the diverse learning styles of students 
• Maintains high, but realistic, academic standards 
• Personalizes curriculum so that students may relate subject-matter content to their 
lived experiences 
• Assesses students in multiple ways 
• Encourages students to learn beyond the levels of recall and comprehension 
• Provides opportunities for students to apply, analyze, synthesize, and evaluate 
information 
• Encourages students to utilize technology 
• Strives to understand the stages of child development and how these stages relate 
to teaching and students’ learning 
• Promotes learning strategies that will empower students to become lifelong 
learners 
• Provides opportunities for students to express and develop their creativity.  
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Church Documents on the Teacher as Committed to Students’ Human Development 
 
 Pope Pius XI (1929) asserted the importance of the Catholic school and its 
curriculum in fostering the moral and human development of Christian youth. He noted 
that “an extended and careful vigilance is necessary, inasmuch as the dangers of moral 
and religious shipwreck are greater for inexperienced youth” (¶90). Furthermore, he 
declared, 
Christian education takes in the whole aggregate of human life, physical and 
spiritual, intellectual and moral, individual, domestic and social, not with a view 
of reducing it in any way, but in order to elevate, regulate and perfect it, in 
accordance with the example and teaching of Christ. (¶95) 
 
The Second Vatican Council (1965) further highlighted the role of the Catholic school, 
establishing that Catholic schools “pursue cultural goals and the human formation of 
youth” (¶8).  
 The CCE (1977), in The Catholic School, notably referred to the school “as the 
centre of human formation” (no. III) and wrote that the school must “develop persons 
who are responsible and inner-directed, capable of choosing freely in conformity with 
their conscience” (¶31); the Catholic school must therefore be “committed thus to the 
development of the whole man” (¶35). The CCE also emphasized the role of the Catholic 
school’s academic program in furthering the school’s commitment to the students’ human 
development:  
Individual subjects must be taught according to their own particular methods. It 
would be wrong to consider subjects as mere adjuncts to faith or as a useful 
means of teaching apologetics. They enable the pupil to assimilate skills, 
knowledge, intellectual methods and moral and social attitudes, all of which help 
to develop his personality and lead him to take his place as an active member of 
the community of man. Their aim is not merely the attainment of knowledge but 




The CCE (1982), in Lay Catholics in Schools: Witnesses to Faith, clearly outlined the 
various ways in which the Catholic school may foster students’ human development, 
calling “the integral formation of the human person” (¶17) the purpose of education. 
Teachers, it wrote, “have made integral human formation their very profession” (¶15). 
Furthermore, the Congregation maintained that: 
The vocation of every Catholic educator includes the work of ongoing social 
development: to form men and women who will be ready to take their place in 
society, preparing them in such a way that they will make the kind of social 
commitment which will enable them to work for the improvement of social 
structures, making these structures more conformed to the principles of the 
Gospel. Thus, they will form human beings who will make human society more 
peaceful, fraternal, and communitarian…All of this demands that Catholic 
educators develop in themselves, and cultivate in their students, a keen social 
awareness and a profound sense of civic and political responsibility. The Catholic 
educator, in other words, must be committed to the task of forming men and 
women who will make the ‘civilization of love’ a reality. (¶19) 
 
The CCE (1988), in The Religious Dimension of Education in a Catholic School, 
reiterated the teacher’s role in developing students’ human formation. It wrote,  
Future teachers should be helped to realize that any genuine educational 
philosophy has to be based on the nature of the human person, and therefore must 
take into account all of the physical and spiritual powers of each individual, along 
with the call of each one to be an active and creative agent in service to society. 
(¶63) 
 
Likewise, the CCE (1997), in The Catholic School on the Threshold of the Third 
Millennium, again emphasized the teacher’s role in students’ human formation as being 
one based on relationship and mutuality. In describing the climate of the educational 
community, the CCE asserted that a student “needs to experience personal relationships 
with outstanding educators, and what is taught has greater influence on the student’s 
formation when placed in the context of personal involvement, genuine reciprocity, 
coherence of attitudes, life-styles and day to day behavior” (¶18).  
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The CCE (2007), in Educating Together in Catholic Schools, addressed the power 
of relationships and asserted that “education can be carried out authentically only in a 
relational and community context” (¶12) and the importance of “educating in communion 
and for communion” (¶43). The Catholic school, it wrote, is “a school for the person and 
of persons” (¶39). Pope Benedict (2009) reiterated the role education plays in the 
development of the person, writing, “in order to educate, it is necessary to know the 
nature of the human person, to know who he or she is” (Ch. 5, ¶61). The CCE (2014), in 
Educating Today and Tomorrow: A Renewing Passion, outlined more specifically the 
ways in which teachers must reach current students as they work toward forming 
students’ human development. It wrote: 
Nowadays, the ‘way’ in which students learn seems to be more important than 
‘what’ they learn, just like the way of teaching seems to be more important than 
its contents. Teaching that only promotes repetitive learning, without favoring 
students’ active participation or sparking their curiosity, is not sufficiently 
challenging to elicit motivation. Learning through research and problem-solving 
develops different and more significant cognitive and mental abilities, whereby 
students do more than just receiving information, while also stimulating 
teamwork. However, the value of learning contents must not be underestimated. If 
the way students learn is relevant, the same applies to what they learn: teachers 
must know how to select the essential elements of cultural heritage that has 
accumulated over time and how to present them to students. (no. II, 3, ¶1) 
 
Catholic School Experts’ Views on the Teacher as Committed to Students’ Human 
Development 
 
Buetow (1988) argued that teachers’ interactions with students be caring and 
personalized and, furthermore, that teachers are called be both accepting of and 
accessible to all students. He noted that teachers in Catholic schools will “have a lively 
concern for the personhood of each student, try to establish an atmosphere of trust and 
openness, and have a real care for the less able and underprivileged” (p. 249). Moreover, 
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he suggested that the relationships teachers form with students would last even after the 
formal interactions within the classroom had ended.  
Kelly (2010) studied the prevalence of developmental instruction among Catholic 
school teachers and levels of student achievement in Catholic schools. Relating the work 
of Byrk, Lee, and Holland (1993), which observed that the educational experience in 
Catholic schools was largely teacher-directed, Kelly suggested that developmental, or 
student-centered, instruction was less frequently reported in Catholic schools. Kelly’s 
research suggested that student-centered instruction was “primarily targeted on high-
achieving students” (p. 2432). Furthermore, he asserted, “the perhaps more basic function 
of developmental instruction, to improve student engagement, is used infrequently, 
especially in the schools and classrooms with the least engaged students who might 
benefit the most” (p. 2432).  
Cook and Simonds (2011) suggested that the adoption of a charism based on 
relationship-building could transform the Catholic schools of the 21st century. 
Furthermore, such a focus would develop students who will be prepared to meet the 
challenges of an increasingly complex world. The authors assert, “Building on their 
strength as uniquely religious educational institutions, Catholic schools should set a new 
course for the future by making relationship building the distinctive purpose of all their 
school programs” (p. 322).  
Relative to program effectiveness and student achievement in Catholic schools, 
the NSBECS (Ozar & Weitzel-O’Neil 2012) identified two defining characteristics of 
effective Catholic schools and the benchmark of “Academic Excellence.” First, according 
to Standard Eight, effective Catholic schools employ assessment practices to document 
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student learning and program effectiveness. Second, as articulated in Standard Nine,  the 
school’s program and services are aligned with the school’s mission to enrich the 
academic program and support the development of student and family life.  
Secular Experts’ Views on the Teacher as Committed to Students’ Human Development 
 
The seminal work of Gardner (1983) allowed for tremendous reform within the 
field of education, particularly with regard to the personalization of curriculum according 
to students’ different learning styles. Armstrong (1994) built upon Gardner’s multiple 
intelligence theory, suggesting ways for classroom teachers to integrate and develop the 
seven intelligences Gardner had identified: (a) linguistic, (b) logical-mathematical, (c) 
spatial, (d) bodily-kinesthetic, (e) musical, (f) interpersonal, and (g) intrapersonal. 
Armstrong asserted that “MI theory makes its greatest contribution to education by 
suggesting that teachers need to expand their repertoire of techniques, tools, and 
strategies beyond the typical linguistic and logical ones predominantly used in American 
classrooms” (p. 48).  
McCarthy (1997), drawing upon decades of research on the 4MAT System she 
developed in the 1970s, described the “natural cycle of learning” (p. 46) and wrote that 
“the way one perceives reality and reacts to it forms a pattern over time. This pattern 
comes to dominate the way one integrates ideas, skills, and information about people and 
the way one adapts knowledge and forms meaning” (p. 46). In illustrating four types of 
learners who might be present in a classroom setting, McCarthy suggested that by 
understanding the types of learners they might encounter, teachers may be better able to 
understand how those learners approach content and material. Furthermore, McCarthy 
articulated the need for assessments that are better designed to address the students’ 
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entire learning cycle and “assessment tools that help us understand the whole person” (p. 
50). McCarthy concluded, “successful learning is a continuous, cyclical, lifelong process 
of differentiating and integrating these personal modes of adaptation. Teachers do not 
need to label learners according to style; they need to help them work for balance and 
wholeness” (p. 50).  
Understanding the various abilities of students and their various ways of 
perceiving the world and, thus, learning relates to what Senge (2002) called “seeing the 
learner” (p. 117). According to Senge, such an ability is an integral part of building and 
sustaining a learning community. Tomlinson and Javius (2012) suggested that an 
approach called “teaching up” (p. 29) would make the experiences usually reserved for 
high-achieving students available to all. The researchers outlined seven principles of 
teaching up that would give “students equal access to excellence” (p. 30). Those seven 
principles included: (a) accepting students’ differences as normal and desirable; (b) 
developing a growth mind-set; (c) working to understand students’ diverse interests, 
needs, and cultures; (d) creating a base of rigorous learning opportunities; (e) 
understanding students’ varied paces of learning; (f) creating flexible classroom routines, 
and (g) being an analytical and reflective practitioner.  
Related to students’ human development are the affective elements of the 
classroom. The emotional world of education, particularly the notion of care, has been 
one of the major themes in the research of Noddings (1984, 1995, 2005), who suggested 
that an ethic of care permeate the classroom. Noddings wrote, “To have as our 
educational goal the production of caring, competent loving, and lovable people is not 
anti-intellectual. Rather, it demonstrates respect for the full range of human talents” 
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(Noddings, 1995, p. 676). Hargreaves (1998) also explored the ways in which teaching as 
an emotional activity has implications for educational practice, policy, and reform. 
According to Hargreaves, 
Good teaching is charged with positive emotion. It is not just a matter of knowing 
one’s subject, being efficient, having the correct competences, or learning all the 
right techniques. Good teachers are not just well-oiled machines. They are 
emotional, passionate beings who connect with their students and fill their work 
and their classes with pleasure, creativity, challenge and joy. (p. 835) 
 
Summary of the Research Regarding the Qualities of the Ideal Catholic School Teacher 
 
 The qualities of the ideal Catholic school teacher have been substantiated 
extensively by Church documents, the research of Catholic school experts and of experts 
in the general educational field. Singularly and collectively, these qualities need to be 
intentionally developed, supported, and renewed. For this study, these concepts will be 
explored through the lens of Catholic school principals, the individuals who are 
responsible for all aspects of a Catholic school’s mission and purpose (Ciriello, 1998; 
Cook & Durow, 2008; National Council of Catholic Bishops, 1979). Shimabukuro’s 
(1993, 1998) research offered a typology of the qualities of the ideal Catholic schoool 
teacher based on Church documents from 1965-1990. This review of the literature since 
that time continues to support the qualities’ value and necessity to excellence in Catholic 
education and, more specifically, to effectiveness among Catholic school teachers such 
that Catholic schools may fulfill their mission, which the Church has historically stated 
depends on the teacher.  
Stronge’s Research Regarding the Qualities of Effective Teachers 
 
The qualities of effective teachers as identified by Stronge (2002, 2007) were 
rooted in his review and synthesis of more than 300 studies related to teacher 
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effectiveness. Those studies, spanning three decades, focused on  “specific teacher 
behaviors that contribute to student achievement and other measures of effectiveness” 
(Stronge, 2007, p. xiv). According to Stronge, the impact of an effective teacher cannot 
be understated. Stronge (2010) wrote, “Among the factors within our control as 
educators, teachers offer the greatest opportunity for improving the quality of life of our 
students” (p. 3). Furthermore, he asserted,  
If we want to improve the quality of our schools and positively affect the lives of 
our students, we must change the quality of our teaching. This is our best hope to 
systematically and dramatically improve education. Although we can reform the 
curriculum, ultimately, it is teachers who implement it; although we can provide 
professional development on new instructional strategies, ultimately, it is teachers 
who deploy them; although we can focus on data analysis of student performance, 
ultimately, it is teachers who produce the results we are analyzing. (p. 3) 
 
Having compiled the characteristics and behaviors of effective teachers into six 
broad categories of qualities, Stronge (2007) wrote that the data may be summarized into 
“four overarching statements” (p. 100) that describe the effective teacher. In short, 
according to Stronge, the effective teacher “cares deeply,” “recognizes complexity,” 
“communicates clearly,” and “serves conscientiously” (p. 100). He asserted, “Indeed, 
these ‘Four Cs’ could be used to epitomize the teacher we aspire to be” (p. 100).  
Based upon his meta-analysis of the literature regarding teacher effectiveness, 
Stronge (2002, 2007) identified a set of five prerequisites of effective teaching as well as 
five broad qualities of effective teachers. The five prerequisites for effective teaching, 
according to Stronge’s research, were: (a) verbal ability, (b) educational coursework, (c) 
teacher certification, (d) content knowledge, and (e) teaching experience. Table 4 lists the 










Verbal Ability Agne, 2001; Darling-Hammond, 2001; Dubner, 1979; Feldhusen, 1997; 
Hanushek, 1971; Haycock, 2000; Heath, 1997; Ilmer et al., 1997; Lewis, 
2001; Murnane, 1985; National Center for Education Statistics (NCES), 1992; 
Nikakis, 2002; Rowan et al., 1997; Shen et al., 2004; Silverman, 1995; 
Thomas B. Fordham Foundation, 1999; VanTassel-Baska, 1993; Wenglinsky, 
2000 
 
Knowledge of  
Teaching and Learning 
 
Armor et al., 1976; Ashton & Crocker, 1987; Blair, 2000; Colangelo et al., 
2004; Darling-Hammond, 2001; Darling-Hammond & Sykes, 2003; Druva & 
Anderson, 1983; Feldhusen, 1991; Feldhusen, 1997; Ferguson & Womack, 
1993; Fetler, 1999; Hansen & Feldhusen, 1994; Hanushek, 1971; Hill et al., 
2005; Holt-Reynolds, 1999; Johnson et al., 2005; Lee-Corbin & Denicolo, 
1998; Mason et al., 1992; Mathews, 1999; Miller et al., 1998; Monk & King, 
1994; Nelson & Prindle, 1992; Schalock et al., 1997; Scherer, 2001; Shellard 
& Protheroe, 2000; Southern Regional Education Board, 1999; Sternberg & 
Grigorenko, 2002; Tell, 2001; Thomas B. Fordham Foundation, 1999; Vaille 
& Quigley, 2002; Wenglinsky, 2000; Wenglinsky, 2002; Westberg & 




Barton, 2003; Darling-Hammond, 1996; Darling-Hammond, 2000; Darling-
Hammond, 2001; Darling-Hammond et al., 2001; Darling-Hammond et al., 
2005; Dozier & Bertotti, 2000; Esch et al., 2004; Ferguson & Womack, 1993; 
Fetler, 1999; Goldhaber & Brewer, 2000; Hawk et al., 1985; Haycock, 2003; 
Ingersoll, 2001; Laczko-Kerr & Berliner, 2002; Lilly, 1992; Mathews, 1999; 
Miller et al., 1998; NCES, 2000; Qu & Becker, 2003; Scherer, 2001; Strauss 




Barton, 2003; Berliner, 1986; Brookhart & Loadman, 1992; Carlsen, 1987; 
Carlsen & Wilson, 1988; Covino & Iwanicki, 1996; Darling-Hammond, 1996; 
Darling-Hammond, 2000; Darling-Hammond, 2001; Darling-Hammond et al., 
2001; Druva & Anderson, 1983; Ferguson & Womack, 1993; Fetler, 1999; 
Goldhaber & Brewer, 2000; Hill et al., 2005; Holt-Reynolds, 1999; Ilmer et 
al., 1997; Johnson, 1997; Lewis, 2001; Mitchell, 1998; Monk & King, 1994; 
National Association of Secondary School Principals (NASSP), 1997; 
National Board for Professional Teaching Standards (NBPTS), n.d.; Nelson & 
Prindle, 1992; Peart & Campbell, 1999; Rowan et al., 1997; Shellard & 
Protheroe, 2000; Shulman, 1987; Traina, 1999; Wenglinsky, 2000; 




Agne, 2001; Armor et al., 1976; Barton, 2003; Betts et al., 2000; Borko & 
Livingston, 1989; Copenhaver & McIntyre, 1992; Covino & Iwanicki, 1996; 
Cruickshank & Haefele, 2001; Darling-Hammond, 2001; Education Review 
Office, 1998; Fetler, 1999; Goe, 2002; Haycock, 2000; Heath, 1997; Jay, 
2002; Kerrins & Cushing, 1998; Neilsen, 1999; Nye et al., 2004; Rash & 
Miller, 2000; Scherer, 2001; U.S. Department of Education, 2004; Virshup, 




In outlining each of the five prerequisites for effective teaching, Stronge (2007) 
observed,  
There is a major educational debate today about how to recruit and prepare 
teachers. Many educators, policymakers, and taxpayers question whether 
traditional preservice programs prepare teachers who can maintain excellent 
instructional programs that increase student achievement. Alternative programs 
for recruiting and preparing teachers have been devised, giving rise to research 
comparing the effectiveness of teachers from different types of preparation 
backgrounds. Beyond the issue of pedagogical preparation, the question of 
content knowledge and its relevance to effective teaching remains a legitimate 
concern. (p. 3)  
 
The five prerequisites outlined by Stronge (2002, 2007) related to teachers’ 
preparation and skills prior to entering the classroom as inservice teachers. Each of the 
other five qualities of effective teachers outlined by Stronge include characteristics that 
can be renewed, developed, and supported in the practice of teaching. The review of 
literature that follows focuses, then, on those five qualities that concern the effectiveness 
of the inservice classroom teacher. This review of literature will include not only the 
comprehensive synthesis of Stronge’s research but also the support of more current 
research related to the five qualities of the effective teacher and their corresponding 
characteristics: (a) the teacher as a person, (b) classroom management and organization, 
(c) planning and organizing for instruction, (d) implementing instruction, and (e) 
monitoring student progress and potential. Tables 5-9 outline those five qualities and 






Characteristics and Indicators of the “Teacher as a Person” Quality of Effective 
Teachers (Stronge, 2002, 2007) 
Quality Characteristics and Indicators 
Teacher as a Person Caring 
• Exhibits active listening 
• Shows concern for students’ emotional and physical well-
being 
• Displays interest in and concern about students’ lives outside 
school 
• Creates a supportive and warm classroom climate 
Shows fairness and respect 
• Responds to misbehavior on an individual level 
• Prevents situations in which a student loses peer respect 
• Treats students equally 
• Creates situations for all students to succeed 
• Shows respect for all students 
Interactions with students 
• Maintains professional role while being friendly  
• Gives students responsibility 
• Knows students’ interests both in and out of school 
• Values what students say 
• Interacts in a fun, playful manner 
• Jokes when appropriate 
Enthusiasm 
• Shows joy for the content material 
• Takes pleasure in teaching 
• Demonstrates involvement in learning activities outside school 
Motivation 
• Maintains high quality work 
• Returns student work in a timely manner 
• Provides students with meaningful feedback 
Dedication to teaching 
• Possesses a positive attitude about life and teaching 
• Spends time outside school to prepare 
• Participates in collegial activities 
• Accepts responsibility for student outcomes 
• Seeks professional development 
• Finds, implements, and shares new instructional strategies 
Reflective practice 
• Knows areas of personal strengths and weaknesses 
• Uses reflection to improve teaching 
• Sets high expectations for personal classroom performance 






Characteristics and Indicators of the “Classroom Management and Organization” 
Quality of Effective Teachers (Stronge, 2002, 2007) 







• Uses consistent and proactive discipline 
• Establishes routines for all daily tasks and needs 
• Orchestrates smooth transitions and continuity of classroom 
momentum 
• Balances variety and challenge in student activities 
• Multitasks 
• Is aware of all activities in the classroom 
• Anticipates potential problems 
• Uses space, proximity, or movement around the classroom for 
nearness to trouble spots and to encourage attention 
 
Organization 
• Handles routine tasks promptly, efficiently, and consistently 
• Prepares materials in advance and has them ready to use 
• Organizes classroom space efficiently 
 
Discipline of students 
• Interprets and responds to inappropriate behavior quickly 
• Implements rules of behavior fairly and consistently 
• Reinforces and reiterates expectations for positive behavior 






Characteristics and Indicators of the “Planning and Organizing for Instruction” Quality 
of Effective Teachers (Stronge, 2002, 2007) 






Importance of instruction 
• Focuses classroom time on teaching and learning 
• Links instruction to students’ real-life situations 
 
Time allocation 
• Follows a consistent schedule and maintains procedures and 
routines 
• Handles administrative tasks quickly and efficiently  
• Prepares materials in advance 
• Maintains momentum within and across lessons 
• Limits disruptions and interruptions 
 
Teachers’ expectations 
• Sets clearly articulated high expectations for self and students 
• Orients the classroom experience toward improvement and 
growth 
• Stresses student responsibility and accountability 
 
Instruction plans 
• Carefully links learning objectives and activities 
• Organizes content for effective presentation 
• Explores student attention span and learning styles when 
designing lessons 
• Develops objectives, questions, and activities that reflect higher 
and lower-level cognitive skills as appropriate for the content 







Characteristics and Indicators of the “Implementing Instruction” Quality of Effective 
Teachers  (Stronge, 2002, 2007)  






• Employs different techniques and instructional strategies, such 
as hands-on learning 
• Stresses meaningful conceptualization, emphasizing the 
students’ own knowledge of the world 
• Suits instruction to students’ achievement levels and needs 
• Uses a variety of grouping strategies 
 
Content and expectations 
• Sets overall high expectations for improvement and growth in 
the classroom 
• Gives clear examples and offers guided practice 
• Stresses student responsibility and accountability in meeting 
expectations 




• Is concerned with having students learn and demonstrate 
understanding of meaning rather than memorization 
• Holds reading as a priority 
• Stresses meaningful conceptualization, emphasizing students’ 
knowledge of the world 
• Emphasizes higher order thinking skills in math 
 
Questioning 
• Asks questions that reflect type of content and goals of the 
lesson 
• Varies question type to maintain interest and momentum 
• Prepares questions in advance 
• Uses wait time during questioning 
 
Student engagement 
• Is attentive to lesson momentum, appropriate questioning, and 
clarity of explanation 
• Varies instructional strategies, types of assignments, and 
activities 







Characteristics and Indicators of the “Monitoring Student Progress and Potential” 
Quality of Effective Teachers (Stronge, 2002, 2007) 
Quality Characteristics and Indicators 
 
Monitoring Student 
Progress and Potential 
 
Homework 
• Clearly explains homework 
• Relates homework to the content under study and to student 
capacity 
• Grades, comments on, and discusses homework in class 
 
Monitoring student progress 
• Targets questions to lesson objectives 
• Thinks through likely misconceptions that may occur during 
instruction and monitors students for these misconceptions 
• Gives clear, specific, and timely feedback 
• Reteaches students who did not achieve mastery and offers 
tutoring to students who seek additional help 
 
Responding to student needs and abilities 
• Monitors and assesses student progress 
• Uses data to make instructional decisions 
• Knows and understands students as individuals in terms of 
ability, achievement, learning styles, and needs 
 
The Teacher as a Person 
Stronge’s Research on The Teacher as a Person!
 
Stronge (2002, 2007) noted that while much of the research focused on the 
relationship between specific teacher behaviors and student achievement, much also 
focused on the person of the teacher. He wrote, “These affective characteristics are 
difficult to quantify; however, characteristics such as a love of children, a love of work, 
and positive relationships with colleagues and with children contribute to a teacher’s 
feelings of happiness” (Stronge, 2007, p. 22). Stronge identified the quality of the 
Teacher as a Person as indicated by seven characteristics: (a) caring, (b) shows fairness 
and respect, (c) interactions with students, (d) enthusiasm, (e) motivation, (f) dedication 
to teaching, and (g) reflective practice. His framework is based on his meta-analysis and 
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is supported by numerous empirical studies, which are listed in Table 10. Building upon 
Stronge’s findings, the researcher has extended the review of literature to include the 
works of researchers subsequent to Stronge’s meta-analysis.  
Table 10 
 
Key References for the Quality of Teacher as a Person 
Characteristics of Quality Research References 
Caring Astor et al., 1999; Bain & Jacobs, 1990; Bloom, 1984; Boyle-Baise, 2005; 
Brophy & Good, 1986; Carper, 2002; Colangelo, Assouline & Lupkowski-
Shoplik, 2004; Collinson et al., 1999; Cotton, 1999; Cotton, 2000; Cox et al., 
1985; Cruickshank & Haefele, 2001; Csikszentmihalyi et al., 1993; Emmer et 
al., 1980; Good & Brophy, 1997; Hamre & Pianta, 2005; Howard, 2002; 
Johnson, 1997; National Associtaion of Secondary School Principals 
(NASSP), 1997; Peart & Campbell, 1999; Pressley et al., 2004; Thomas & 
Montgomery, 1998; Wang et al., 1993a; Wang et al.,1993b; Yamaguchi et al., 
1997 
 
Fairness and Respect 
 
Collinson et al., 1999; Cotton, 1999; Cotton, 2000; Emmer et al., 1980; Good 
& Brophy, 1997; McBer, 2000; NASSP, 1997; Peart & Campbell, 1999; 
Thomas & Montgomery, 1998; Yamaguchi et al., 1997 
 
Interactions with Students 
 
Astor et al., 1999; Bain & Jacobs, 1990; Bloom, 1984; Brookhart & Loadman, 
1992; Collinson et al., 1999; Copenhaver & McIntyre, 1992; Corbett & 
Wilson, 2002; Cotton, 1999; Cotton, 2000; Cruickshank & Haefele, 2001; 
Csikszentmihalyi et al., 1993; Darling-Hammond, 2001; Education USA 
Special Report, n.d.; Ford & Trotman, 2001; Good & Brophy, 1997; Hamre & 
Pianta, 2005; Johnson, 1997; Kohn, 1996; NASSP, 1997; Peart & Campbell, 
1999; Porter & Brophy, 1988; Pressley et al., 2004; Thomas & Montgomery, 






Bain & Jacobs, 1990; Bloom, 1984; Colangelo, Assouline & Lupkowski-
Shoplik, 2004; Collinson et al., 1999; Covino & Iwanicki, 1996; Cox et al., 
1985; Csikszentmihalyi et al., 1993; Hamre & Pianta, 2005; Johnson, 1997; 
Monk & King, 1994; Palmer, 1990; Peart & Campbell, 1999; Rowan et al, 






Armor et al., 1976; Bain & Jacobs, 1990; Bernal, 1994; Blair, 2000; 
Brookhart & Loadman, 1992; Cawelti, 1999; Covino & Iwanicki, 1996; 
Csikszentmihalyi et al., 1993; Feldhusen, 1997; Hansen & Feldhusen, 1994; 
McBer, 2000; Mitchell, 1998; National Board for Professional Teaching 
Standards (NBPTS), n.d.; Noddings, 2005; Porter & Brophy, 1988; Rowan et 





Armor et al., 1976; Collinson et al., 1999; Covino & Iwanicki, 1996; 
Cruickshank & Haefele, 2001; Demmon-Berger, 1986; Good & Brophy, 
1997; Midgley et al., 1989; Mitchell, 1998; NBPTS, n.d.; Thomas & 
Montgomery, 1998; Westberg & Archambault, 1997 
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Subsequent Research on Quality of the Teacher as a Person 
 
The work of Noddings (1984, 1995, 2005) was essential to the notion of care in 
the classroom and was also addressed earlier in this chapter in relation to what 
Shimabukuro (1993, 1998) referred to as the teacher’s commitment to students’ human 
development (see p. 59). Collier (2005) discussed teacher efficacy and its relationship on 
teacher effectiveness. She called caring “the fuel for teacher efficacy working in tandem 
to create the stable, capable and committed teaching force required for the effective 
education of our nation’s children” (p. 358). Furthermore, she asserted,   
To care within the context of schools means that teachers focus not only on 
imparting predetermined knowledge but spend significant time and energy on 
nurturing and sustaining each of their students. By modeling caring behavior to 
their students, teachers facilitate the development of a caring community within 
the learning environment. (p. 355) 
 
 Philipp and Thanheiser (2010) suggested that “showing your students that you 
care” (p. 9) could be accomplished through a 15-minute one-on-one conversation 
between a teacher and student. The authors’ recommendation was based on an 
assignment conducted with preservice teachers during their student-teaching placements. 
The teachers were encouraged to discuss something other than the subject matter as a 
means to “develop a stance of caring” (p. 10) and to see individual students as individuals 
and not just as part of a classroom whole.  
Similarly, Lessing (2013) asserted that “loving your students truly, honestly, and 
wholeheartedly can take many forms” (p. 194). Lessing wrote that such a relationship 
required “a heightened attention” (p. 194), or an “I-you relation with students” (Buber, 
1970, as cited in Lessing, 2013). Lessing wrote, “In this relation, we are in reciprocity 
with our students, potentially in perpetual participation with them” (p. 194). The notion 
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of classrooms as intimate spaces, Lessing explained, presents a different way of looking 
at students and learning. Lessing wrote,  
Classrooms in which one can encounter oneself and others in a heightened, 
sometimes even dramatic way, where selfhood, existence, and life all around 
oneself is experienced as extraordinary, or at the very least significant, are 
intimate spaces. They are not intimate all of the time—nobody wants intimacy at 
every moment—but when they are, they can impact everyone, however 
ephemerally and momentarily, in profound and transformational ways. (p. 195) 
 
Along with the qualities of care, fairness, and respect, teachers’ enthusiasm and 
motivation were among the qualities of effective teachers identified by Stronge (2002, 
2007). The research of Long and Hoy (2006) indicated that student motivation and 
learning were positively associated with the ways in which teachers demonstrated their 
interest and enthusiasm. The authors pointed out that teacher-training programs would 
benefit from further encouraging and strengthening teachers’ interest in their subject 
matter. They noted, “The challenge for teacher education programs is to focus attention 
and support upon creating courses and experiences that will deepen a teacher’s 
commitment to and enthusiasm for subjects such as mathematics, language, history, art, 
music, and science” (p. 312). Furthermore, they asserted, “teachers who richly invest 
themselves in forming complex attachments to their content area and unashamedly share 
those interests with their students are effective, empowered, and energizing instructors” 
(p. 312).  
Teachers’ engagement in reflective practice, Stronge (2002, 2007) found, was a 
quality of effective teachers. York-Barr, Sommers, Ghere, and Montie (2006) argued that 
“reflective practice is about tapping into things deeply human: the desire to learn, to 
grow, to be in community with others, to contribute, to serve, and to make sense of our 
time on earth” (p. xx). Their research offers practical suggestions for educators to engage 
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in reflective practice as individual educators, in partnership with colleagues and in small 
groups or teams, and with the school community as a whole. The authors’ research 
suggests that teachers who engage in reflective practices can improve not only their own 
professional development but also the teaching and learning experiences in their 
classroom and in the school community and organization at large. 
Similarly, Reiger, Radcliffe, and Doepker (2013) advocated for teachers, 
primarily those at the preservice stage, to engage in reflective practices. Such practices 
might include response journals, video-based reflections, blogs and online discussion 
boards, and focus groups. While the authors advocated the importance of reflective 
practice at all stages of teachers’ lives, they asserted that the need for it to begin at 
teachers’ early stages is a critical one. They wrote, 
Incorporating reflection early in the program allows preservice teachers the 
opportunity to consider how newly acquired theories shape their understanding of 
their own teaching philosophy. Such reflective thinking will, in turn, help them 
become more effective decision makers about their own teaching practice as they 
make the transition to becoming a reflective inservice teacher. (p. 185) 
 
While Stronge’s (2002, 2007) research noted that teachers’ dedication to teaching was 
one of the qualities of an effective teacher, the implications of that dedication are even 
farther-reaching. Katzenmeyer and Moller (2009) suggested that a teacher’s commitment 
to the profession may inspire teachers to both formal and informal roles of leadership.  
Classroom Management and Organization 
Stronge’s Research on Classroom Management and Organization 
 
According to Stronge (2007), “the effective teacher is not just someone who 
knows how to support student learning through instructional techniques, strong curricular 
materials, and rapport with the class. The effective teacher must create an overall 
  
69 
environment conducive to learning” (p. 40). The ability of a teacher to create such an 
environment leads to the quality of the effective teacher called “Classroom Management 
and Organization.” In Stronge’s framework, Classroom Management and Organization 
encompassed three characteristics: (a) classroom management, (b) organization, and (c) 
discipline of students. Table 11 lists the numerous empirical studies from which Stronge 
gleaned data regarding the quality of Classroom Management and Organization and its 




Key References for the Quality of Classroom Management and Organization 




Bain & Jacobs, 1990; Berliner, 1986; Brophy & Good, 1986; Corbett & 
Wilson, 2002; Cotton, 1999; Cotton, 2000; Covino & Iwanicki, 1996; 
Demmon-Berger, 1986; Doyle, 1986; Educational Research Service (ERS), 
2000; Education USA Special Report, n.d.; Emmer et al., 1980; Good and 
Brophy, 1997; Good and McCaslin, 1992; Hamre & Pianta, 2005; Hansen & 
Feldhusen, 1994; Howard, 2002; Johnson, 1997; Kounin, 1970; Maddux et al., 
1985; Marzano et al., 2003; McLeod et al., 2003; Nikakis, 2002; Peart & 
Campbell, 1999; Pressley et al., 2004; Sokal et al., 2003; Taylor et al., 2000; 
Teddlie & Stringfield, 1993; Walker-Dalhouse, 2005; Wang et al., 1993a; 
Wang et al., 1993b; Waxman et al., 1997; Wong & Wong, 1998; Yamaguchi 
et al., 1997; Zahorik et al., 2003 
 
Key Elements of 
Organization 
 
Bain & Jacobs, 1990; Berendt & Koski, 1999; Brophy & Good, 1986; 
Callahan, 2001; Cotton, 1999; Cotton, 2000; Covino & Iwanicki, 1996; 
Dubner, 1979; ERS, 2000; Emmer et al., 1980; Feldhusen, 1991; Johnsen et 
al., McLeod et al., 2003; Wang et al., 1993a; Wang et al., 1993b; Wong & 




Bain & Jacobs, 1990; Baker, 1999; Bloom, 1984; Brophy & Good, 1986; 
Corbett & Wilson, 2002; Cotton, 1999; Cotton, 2000; Covino & Iwanicki, 
1996; Doyle, 1986; ERS, 2000; Education USA Special Report, n.d.; Emmer 
et al., 1980; Fuchs et al., 1994; Good and Brophy, 1997; Hamre & Pianta, 
2005; Hanushek, 1971; Knapp et al., 1992; Marzano, 2003; Pressley et al., 
2004; Taylor et al., 2000; Wang et al., 1993a; Wang et al., 1993b; Wentzel, 
2002; Wharton-McDonald et al., 1998; Wong & Wong, 1998; Yamaguchi et 






Subsequent Research on the Quality of Classroom Management and Organization 
 
In a study of preservice teachers, Kaufman and Moss (2010) found that a majority 
of the teachers harbored fears and concerns related to effective classroom management.  
The authors advocated for a more focused understanding of students’ fears and that 
further attention be paid to effective classroom management to help ameliorate preservice 
teachers’ concerns and serve as an integral link in their teacher training programs. They 
asserted, “Until we have a greater understanding of how our students conceive of 
organization and management, we will struggle to gauge the effectiveness of our 
instruction and determine how to revise it to bridge crucial gaps between theory and 
practice” (p. 121). Furthermore, preservice teachers’ concerns, the authors wrote, may 
lead them to “conceive of classroom management in unsophisticated ways” (p. 132). 
Effective classroom management, the authors asserted, includes far more than teacher-
student interactions. The way a classroom is organized for learning is critical for effective 
classroom management. Kaufman and Moss stated,  
Some of our own research has suggested that organization is a fundamental 
precursor to an efficient, flowing—well-managed—classroom. Good organization 
may eliminate many of the anxieties and confusions that contribute to the student 
behaviors that new teachers most fear. A classroom where students know where 
things are kept and how they work, understand procedures, and can navigate the 
classroom independently may increase the time available for learning. If our 
students see organization as a byproduct of behavior control rather than as a 
creator of an efficient learning environment, they may miss this point. We assert 
that organization as a pedagogical construct should be central to the professional 
knowledge base and that we must elevate its status to an essential condition of 
learning. (p. 133) 
  With regard to preservice teachers’ sense of preparedness regarding classroom 
management, O’Neill and Stephenson (2012) found that preservice teachers in Australia 
reported higher levels of preparedness and confidence after having completed coursework 
in classroom behavior management. The authors contended, “Stand-alone coursework in 
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classroom behavior management does matter, and teacher education programs that 
provide it are allowing additional time for their pre-service teachers to acquire more 
knowledge, leading to increased perceptions of preparedness and confidence in classroom 
behavior management” (p. 1141). However, such familiarity with techniques and 
strategies are not beneficial to preservice teachers only; the researchers found,  
Education systems also have a role to play in providing ongoing professional 
learning related to classroom and behavior management to practicing teachers. 
This may be particularly valuable in the early years of teaching when teachers 
have obtained real teaching experience and have had the opportunity to develop 
conceptions of their role in establishing and maintaining a positive learning 
environment. (p. 1141) 
 
MacSuga-Gage, Simonsen, and Briere (2012) explored the construct of effective 
teachers through the lens of specific strategies designed to promote a positive classroom 
environment. The authors suggested that teachers focus on instruction that is explicit and 
engaging, classroom management practices that are empirically supported, and 
relationships with students and their families that are positive. The researchers contended 
that “consistency, communication, and structure” (p. 8) were key to all of the strategies 
deemed effective practices to promoting a positive learning environment.  
Planning and Organizing for Instruction 
Stronge’s Research on Planning and Organizing for Instruction 
 
Stronge (2007) called teaching “a complex activity that involves careful 
preparation and planning objectives and activities on an hourly, daily, and weekly basis” 
(p. 52). Furthermore, curricular and classroom planning also includes long-term 
considerations of marking periods, semesters, and years. Stronge wrote, “Beyond 
planning and preparation of materials, effective organizing for instruction also involves 
the development of a conscious orientation toward teaching and learning as the central 
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focus of classroom activity” (p. 52). Stronge’s (2002, 2007) framework identified four 
characteristics that contributed to the quality of “Planning and Organizing for 
Instruction”: (a) importance of instruction, (b) time allocation, (c) teachers’ expectations, 
and (d) instruction plans. Table 12 lists the numerous empirical studies contributing to 




Key References for the Quality of Planning and Organizing for Instruction  
Characteristics of Quality Research References 
 
Importance of Instruction 
 
Bain & Jacobs, 1990; Bennett et al., 2004; Berendt & Koski, 1999; Berliner & 
Rosenshine, 1977; Brophy & Good, 1986; Cawelti, 1999; Cawelti, 2004; 
Cotton, 1999; Cotton, 2000; Covino & Iwanicki, 1996; Holt-Reynolds, 1999; 
Molnar et al., 1999; Pressley et al., 1998; Wang et al., 1993a, 1993b; Zahorik 




Bain & Jacobs, 1990; Bennett et al., 2004; Berendt & Koski, 1999; Brophy & 
Good, 1986; Cawelti, 1999; Cawelti, 2004; Cotton, 1999; Cotton, 2000; 
Covino & Iwanicki, 1996; Education USA Special Report, n.d.; Good & 
Brophy, 1997; Heath, 1997; Meek, 2003; National Center for Education 
Statistics (NCES), 1997; Silverman, 1995; Walker, 1998; Walls et al., 2002; 




Bernard, 2003; Bloom, 1984; Bloom, 1985; Cawelti, 1999; Cawelti, 2004; 
Corbett & Wilson, 2002; Cotton, 1999; Cotton, 2000; Covino & Iwanicki, 
1996; Education USA Special Report, n.d.; Freel, 1998; Good & Brophy, 
1997; Good & McCaslin, 1992; Johnson, 1997; Knapp et al., 1992; Mason et 
al., 1999; Peart & Campbell, 1999; Porter & Brophy, 1988; Price, 2000; 
Tschannen-Moran et al., 1998; Wahlage & Rutter, 1986; Wang et al., 1993a, 
1993b; Wong & Wong, 1998 
 
Planning for Instruction 
 
Bain & Jacobs, 1990; Berliner & Rosenshine, 1977; Brookhart & Loadman, 
1992; Csikszentmihalyi et al., 1993; Darling-Hammond, 2000; Darling-
Hammond, 2001; Day, 2002; Education USA Special Report, n.d.; Emmer et 
al., 1980; Ford & Trotman, 2002; Good & McCaslin, 1992; Hansen & 
Feldhusen, 1994; Hutchinson, 2004; Jay, 2002; Johnson, 1997; Knapp et al., 
1992; Lewis, 2001; Livingston & Borko, 1989; Marzano et al., 1993; 
Marzano, Norford, et al., 2001; Nelson & Prindle, 1992; Porter & Brophy, 
1988; Pransky & Bailey, 2002; Pressley et al., 1998; Rosenshine, 1986; 
Sabers et al., 1991; Shore & Delcourt, 1996; Taylor et al., 2003; Wenglinsky, 
2004; Westberg & Archambault, 1997; Wharton-McDonald et al., 1998; 





Subsequent Research on Planning and Organizing for Instruction 
 
Marzano (2007) maintained, “Arguably the most basic issue a teacher can 
consider is what he or she will do to establish and communicate learning goals, track 
student progress, and celebrate success” (p. 9). In order to address these three tasks, 
Marzano suggested that teachers understand what each task calls them to do. With regard 
to learning goals, Marzano wrote that teachers needed to first distinguish between 
learning goals and learning activities and then communicate the goals clearly. 
Additionally, teachers must, according to Marzano, also engage students in articulating 
their own interests or goals beyond “the teacher-identified learning goals” (p. 23) in a 
given instructional unit. Marzano also advocated for the use of formative assessment as 
not only an instructional tool for assessing knowledge at a unit’s end but also as way for 
students to observe their own growth throughout a particular instructional unit. Finally, 
celebrating students’ success “involves recognizing and acknowledging students’ 
knowledge gains” (p. 28). Marzano offered a distinction between rewarding and 
celebrating students’ growth, writing, “Knowledge gain, then, is the currency of student 
success in a formative assessment system. Focusing on knowledge gain also provides a 
legitimate way to recognize and celebrate—as opposed to reward—success” (p. 27). 
Watson and Bradley (2009) found that students in teacher education programs 
often do not have the opportunity to see specific instructional techniques in use until they 
step into the classroom as preservice teachers and implement them themselves. To 
address that issue, the researchers suggested methods for implementing instructional 
strategies in teacher education programs. They outlined strategies that could be used at 
various stages of instruction and included formulating essential questions, previewing 
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and highlighting texts, using graphic organizers, questioning, cooperative learning, and 
informal methods of assessing student learning throughout instruction. They wrote, “By 
providing examples, guided practice, and independent practice and performance in 
teacher education coursework, preservice teachers should be more prepared to implement 
important assessment and instructional strategies in their teaching” (p. 14).  
Mutton, Hagger, and Burn (2011) studied a group of secondary teachers over the 
course of the teachers’ preservice teaching year and their first two years in the classroom 
to determine how their lesson planning and understanding of planning developed over 
time. They found that while the teachers had learned how to plan instructional units 
during their educational training, they learned much more about planning during their 
actual classroom experience, once they could see the myriad ways by which a lesson 
could unfold. More experienced teachers can better anticipate those possibilities, and 
their lessons may, as a result, be less detailed or scripted. The researchers asserted: 
Clearly student teachers lack the highly contextualized knowledge, including 
detailed knowledge of their pupils that experienced teachers draw on in their daily 
practice. Without this knowledge, and without the notion of planning as 
visualization, it is difficult to anticipate the ways in which what has been planned 
may unfold in the classroom, which explains why the lesson plan as the ‘script’ is 
so dominant in the early stages of the development of many teachers. Many 
beginning teachers may look at the way in which experienced teachers appear to 
play and may see only brief notes or an outline of the lesson in question and 
perhaps do not understand that such plans belie the amount of accumulated 
professional knowledge and understanding that has gone into preparation of that 
lesson. (p. 412) 
 
As student teachers often develop lesson plans with the help of a mentor teacher, the 
researchers suggested that those mentor teachers “engage with student teachers in the 
process of its creation; feedback would thus be focused more on what was being learnt 
about planning and less on the lesson plans themselves” (p. 415).   
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Ozturk’s (2012) research focusing on a small group of secondary history teachers 
in Turkey suggested that teachers exhibit more autonomy in the presentation of lesson 
materials than they do in the designing of lessons. The contents of the instructional plans, 
Ozturk found, were often taken from textbooks and official curriculum guidelines, thus 
leaving little room for teachers’ input or creativity and, as Ozturk noted, little 
consideration for the diversity of students’ needs and learning styles. However, as Ozturk 
described, when teachers implemented their lessons, their applications were more 
indicative of the teachers’ style and preferences. Ozturk wrote, “teachers have a larger 
area of autonomy in the application stage, which is made possible by the privacy nature 
of the classroom environment, which is partially detached from the effects of the outer 
world” (p. 297).  
Harbour, Evanovich, Sweigart, and Hughes (2014) reviewed empirical literature 
focusing on teacher practices that increased students’ academic achievement. 
Specifically, their review of the research focused on three practices of effective teaching 
noted in the literature: modeling, opportunities to respond (OTR), and feedback. Those 
three practices, they wrote, “serve as ways in which teachers can directly improve student 
learning and instruction, which, in turn, promotes academic, behavioral, and emotional 
success for students” (p. 11). 
Implementing Instruction 
Stronge’s Research on Implementing Instruction 
 
According to Stronge (2007), “A teacher’s repertoire of teaching strategies is a 
significant element of overall effectiveness” (p. 67). Furthermore, he asserted that when 
assessing teachers’ effectiveness, “there is nothing more important to consider than the 
actual act of teaching” (p. 67). Stronge’s (2002, 2007) research identified five 
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characteristics comprising the quality of “Implementing Instruction”: (a) instructional 
strategies, (b) content and expectations, (c) complexity, (d) questioning, and (e) student 
engagement. Table 13 outlines the numerous empirical studies comprising Stronge’s 
research on the quality of Implementing Instruction.  
Table 13 
 
Key References for the Quality of Implementing Instruction 




Allington, 2002; Bain & Jacobs, 1990; Bennett et al., 2004; Blair, 2000; 
Bloom, 1984; Brookhart & Loadman, 1992; Brophy & Good, 1986; Cawelti, 
2004; Cotton, 1999; Cotton, 2000; Covino & Iwanicki, 1996; 
Csikszentmihalyi et al., 1993; Darling-Hammond, 2001; Education USA 
Special Report, n.d.; Feldhusen, 1991; Good & McCaslin, 1992; Hansen & 
Feldhusen, 1994; Heath, 1997; Hoff, 2003; Johnson, 1997; Langer, 2001, 
2002; Marzano et al., 1993; Mason et al., 1992; Molnar et al., 1999; Palmer, 
1990; Peart & Campbell, 1999; Pogrow, 2005; Randall et al., 2003; Renzulli, 
1997; Rosenshine & Stevens, 1986; Shulman, 1987; Wang et al., 1993b; 




Bain & Jacobs, 1990; Blair, 2000; Brookhart & Loadman, 1992; Brophy & 
good, 1986; Cawelti, 2004; Cotton, 1999; Cotton, 2000; Covino & Iwanicki, 
1996; Darling-Hammond, 2000; Johnson, 1997; Kulik & Kulik, 1992; 
Mitchell, 1998; Molnar et al., 1999; Shellard & Protheroe, 2000; Tomlinson, 
1999; Wenglinsky, 2000; Wenglinsky, 2002; Wright et al., 1997 
 
Content and Expectations 
 
Allington, 2002; Bain & Jacobs, 1990; Berliner & Rosenshine, 1977; Bernard, 
2003; Blair, 2000; Bridglall & Gordon, 2003; Brophy & Good, 1986; Cawelti, 
1999; Cawelti, 2004; Corbett & Wilson, 2002; Cotton, 1999; Cotton, 2000; 
Covino & Iwanicki, 1996; Day, 2002; Demmon-Berger, 1986; Emmer et al., 
1980; Good & Brophy, 1997; Good & McCaslin, 1992; Johnson, 1997; 
Marzano et al., 1993; Mason et al., 1992; Molnar et al., 1999; National 
Association of Secondary School Principals (NASSP), 1997; Peart & 
Campbell, 1999; Porter & Brophy, 1988; Price, 2000; Rosenshine & Stevens, 




Berliner & Rosenshine, 1977; Blair, 2000; Brophy & Good, 1986; Cawelti, 
2004; Cotton, 2000; Csikszentmihalyi et al., 1993; Demmon-Berger, 1986; 
ERS, 2000; Feldhusen, 1991; Hamre & Pianta, 2005; Hansen & Feldhusen, 
1994; Holloway, 2003; Marzano et al., 1993; Pogrow, 2005; Porter & Brophy, 




Bennett et al., 2004; Berliner & Rosenshine, 1977; Brophy & Good, 1986; 
Cawelti, 1999; Cawelti, 2004; Cotton, 1999; Cotton, 2000; Covino & 
Iwanicki, 1996; Darling-Hammond, 2000; Ford & Trotman, 2001; Rosenshine 
& Stevens, 1986; Silverman, 1995; Taylor et al., 2003; Tobin, 1980; Tobin & 




Table 13 (continued)   
Characteristics of Quality Research References 
Student Engagement Australian Council for Educational Research, 2002; Bloom, 1984; Brophy & 
Good, 1986; Cawelti, 2004; Cotton, 2000; Covino & Iwanicki, 1996; 
Cruickshank & Haefele, 2001; Cunningham & Allington, 1999; Demmon-
Berger, 1986; Doyle, 1986; Emmer et al., 1980; Ford & Trotman, 2001; Good 
& Brophy, 1997; Johnson, 1997; Shernoff et al., 2003; Silverman, 1995; 
Taylor et al., 2003; Wang et al., 1993a; Wang et al., 1993b; Weiss & Pasley, 
2004; Zahorik et al., 2003 
Subsequent Research on the Quality of Implementing Instruction 
 
Hiebert and Morris (2012) noted that much of the current research on improving 
teaching and learning focuses on improving teachers. However, they asserted that a direct 
focus on the methods teachers use to instruct students is the best option for improving 
classroom instruction. To that end, the researchers suggested two strategies for 
improvement: teachers’ use of annotated lesson plans and common assessments. 
Annotated lesson plans, they wrote, “contain knowledge of two kinds—what to do and 
why/how to do it that way” (p. 95). Included therein are explicit learning goals and 
rationales that are explained sufficiently such that implementation is possible. 
Additionally, the lesson plans would include predictions of students’ questions and likely 
responses as well as suggestions for the teachers. The researchers’ suggestion of common 
assessments stemmed from their assertion that lesson effectiveness is most beneficial 
when teachers can compare lessons and instruction with other teachers.  
 Effective implementation of instruction, Stronge noted, includes adapting 
instruction to meet the needs of students, having appropriately high expectations for 
learning, and employing effective strategies to develop students’ thinking and learning. 
Barron and Darling-Hammond (2008) suggested that an inquiry-based approach to 
learning would best benefit students as they adapt to the changing needs of the 21st 
century workplace. Their work reviewed the literature regarding three manifestations of 
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inquiry-based learning—(a) project-based learning, (b) problem-based learning, and (c) 
learning by design—and offered highlights of each as well as practical suggestions and 
applications. The researchers asserted that while there are challenges to implementing 
inquiry-based learning approaches, namely, time and changes in instruction and 
assessment practices, “students engaged in inquiry-based learning develop content 
knowledge and learn increasingly important twenty-first century skills, such as the ability 
to work in teams, solve complex problems, and to apply knowledge gained through one 
lesson or task to other circumstances” (p. 12). 
 Engagement, Stronge observed, is one of the defining characteristic of effective 
teachers regarding the ways in which they implement instruction. Bundick, Quaglia, 
Corso, and Haywood (2014) reviewed the literature regarding student engagement and its 
relationship with outcomes such as student achievement and decreased dropout rates. 
Their purpose was to summarize the extant literature and present practical suggestions for 
the ways in which teachers can foster engagement in the classroom. The researchers also 
proposed a framework, the Student Engagement Core (SEC) model, which described the 
ways in which the classroom elements of the teacher, student, and content interact with 
one another, or “core interactions” (p. 13), and the intersections of these interactions are 
represented through a Venn diagram. The researchers described “four basic intersections: 
student-teacher, student-content, teacher-content, and (at the center), student-teacher-
content” (p. 15) and how each promoted student engagement. They asserted, “student 
engagement is highly likely to arise in classrooms where student-teacher relationships are 
strong, students perceive the class content to be relevant, and they perceive the teacher to 
be an expert in the content and effective in delivering it (p. 17).  
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Monitoring Student Progress and Potential 
Stronge’s Research on Monitoring Student Progress and Potential 
 
According to Stronge (2007), “Effective teachers employ all the tools at their 
disposal to make a positive impact on students” (p. 85) and he referred to the monitoring 
and assessing of student learning as “a complex task.” Stronge’s framework identified 
three characteristics that comprised the quality of “Monitoring Student Progress and 
Potential”: (a) homework, (b) monitoring student progress, and (c) responding to student 
needs and abilities. Table 13 lists the numerous empirical studies comprising Stronge’s 
research on the quality of Monitoring Student Progress and Potential. 
Table 14 
 
Key References for the Quality of Monitoring Student Progress and Potential 




Battle-Bailey, 2003; Cawelti, 1999; Cawelti, 2004; Cooper et al., 1998; 
Cooper et al., 2001; Coulter, 1985; Covino & Iwanicki, 1996; Danielson, 
2002; Drummond & Stipek, 2004; Education Special Report, n.d.; Gonzalez, 
2002; Henderson, 1996; Keith et al., 1986; Lewis, 2001; Mason et al., 1992; 
National Academy of Sciences, 2004; Senge et al., 2000; Walberg, 1984; 





Berliner & Rosenshine, 1977; Black & William, 1998; Black et al., 2004; 
Bloom, 1985; Bonesronning, 2004; Brophy & Good, 1986; Cawelti, 2004; 
Chappius & Stiggins, 2002; Cotton, 2000; Covnio & Iwanicki, 1996; 
Csikszentmihalyi et al., 1993; Good & McCaslin, 1992; Hamre & Pianta, 
2005; Johnson, 1997; Manning & Baruth, 1995; Marzano, Pickering, & 
Pollock, 2001; Mason et al., 1992; Matsumara et al., 2002; Mendro, 1998; 
Mitchell, 1998; National Academy of Sciences, 2004; Peart & Campbell, 
1999; Porter & Brophy, 1988; Rosenshine & Stevens, 1986; Singham, 2001; 
Taylor et al., 2000; Wang et al., 1993a; Wang et al., 1993b; Wharton-
McDonald et al., 1998 
 
Using Assessment 
Information to Meet 
Student Needs 
 
Armor et al., 1976; Black & William, 1998; Cawelti, 2004; Chappius & 
Stiggins, 2002; Clubine et al., 2001; Fidler, 2002; Ford & Trotman, 2001; 
Hansen & Feldhusen, 1994; Heritage & Chen, 2005; Janisch & Johnson, 
2003; Johnson, 1997; Kulik & Kulik, 1992; Maker, 1982; Mitchell, 1998; 
Nelson & Prindle, 1992; Rosenshine & Stevens, 1986; Snipes et al., 2002; 
Starko & Schack, 1989; Taylor et al., 2000; Tomlinson, 1999; Tomlinson, 
2001; Tomlinson & Allan, 2000; VanTassel-Baska, 19998; VanTassel-Baska, 




Subsequent Research on Monitoring Student Progress and Potential 
 
Ramdass and Zimmerman (2010) suggested the importance of homework as a 
means for students of all levels to develop positively with regard to self-regulation and 
self-efficacy. Their findings suggested that “the studies at the middle/high school and 
college levels showed a positive relationship between homework and a range of self-
regulation skills, implying that homework facilitates the development of self-regulation 
skills and enhances learning” (p. 215). Vatterott (2010) asserted that for homework to be 
considered good or meaningful homework, it needed to exhibit five characteristics. She 
explained,  
First, the task has a clear academic purpose, such as practice, checking for 
understanding, or applying knowledge or skills. Second, the task efficiently 
demonstrates student learning. Third, the task promotes ownership by offering 
choices and being personally relevant. Fourth, the task instills a sense of 
competence—the student can successfully complete it without help. Last, the task 
is aesthetically pleasing—it appears enjoyable and interesting. (p. 10) 
 
Bembenutty (2011) asserted that “teachers need to assign homework that has a 
clear purpose and rationale and is meaningful” (p. 453). Bembenutty drew upon the work 
of Alleman et al. (2010), who described seven principles of meaningful homework. 
According to Alleman et al., (2010, as cited in Bembenutty, 2011), the principles of 
meaningful homework included, among others, providing real-life applications, using 
students’ diversity as learning opportunities, personalizing the curriculum, and keeping 
the curriculum up-to-date. Bembennutty’s research suggested that in order to be 
successful in completing homework, students needed to be self-regulating with regard to 
setting goals, maintaining motivation, and monitoring progress. Furthermore, his research 
also suggested positive relationships between homework and self-efficacy. However, 
students also engage in maladaptive strategies relating to homework, including 
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procrastinating, self-handicapping, misregulating, and the inability to delay gratification. 
Teachers, Bembunutty wrote, can help students by “instilling in them the value of their 
homework and the importance of delay of gratification” (p. 468).  
 Nichols (2012) asserted that the current emphasis on numerical scores of student 
work has shifted the importance of feedback and assessment from a focus on learning to a 
focus on grades. He wrote, “On days when I input grades, I am usually inundated with 
student questions about why they lost a point or whether they can get extra credit. These 
comments are always framed around numbers—never around knowledge or 
understanding” (p. 73). To shift such a focus toward “personal learning and growth” (p. 
73), Nichols suggested that teachers dedicate time to discuss student work with students, 
value behaviors of learning over numerical indicators of achievement, and acknowledge 
the ways in which students improve over a given period. He asserted,  
By shifting our attention from categorizing, sorting, and organizing students on 
the basis of falsely objective criteria, we can reframe our classrooms around 
meaningful discussions about learning. In an education system that often views 
students as abstracted data points, teachers are in a position to see students as the 
individuals they are and to give them the individual feedback they need. (p. 74) 
 
Summary of the Research Regarding the Qualities of Effective Teachers 
 
The works of contemporary scholars affirm the qualities Stronge (2002, 2007) 
articulated in contributing to effective teachers and support the relevance of these 
characteristics for present-day teacher effectiveness. Singularly and collectively, these 
qualities need to be intentionally developed, supported, and renewed. Stronge’s research 
offered a framework of the qualities of effective teachers based on his meta-analysis of 
more than 300 studies related to teacher effectiveness. This review of the literature since 
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that time continues to support the qualities’ value and necessity to excellence in 
education and, more specifically, to teacher effectiveness.  
Summary 
 
Scholars have affirmed the critical importance of effective teachers for the 
fulfillment of Catholic schools and for the overall success of schools and their students. 
Experts have identified several qualities comprising the effective teacher and, more 
specifically, the ideal Catholic school teacher. The two frameworks that formed the basis 
of this study’s conceptual framework described several qualities comprising the effective 
teacher and, more specifically, the Catholic school teacher. This study explored the 
perceptions of secondary school principals in the Archdioceses of Boston, Chicago, Los 
Angeles, and New York regarding those qualities and the extent to which they contribute 








Restatement of the Purpose of the Study 
 
The purpose of this study was to explore the degree of importance that Catholic 
secondary school principals of the Archdioceses of Boston, Chicago, Los Angeles, and 
New York (N=166) attribute to the five qualities comprising Shimabukuro’s (1993, 1998) 
typology of the ideal Catholic school teacher (see Table 1). Their perceptions of the six 
qualities of effective teachers identified by Stronge (2002, 2007) were also investigated 
(see Table 2). In addition, the study measured the rank order of importance that the 
principals perceived the combined 11 qualities of effective teachers to have relative to the 
Catholic secondary school educator. This study also sought to identify additional qualities 
of effective teachers that Catholic secondary school principals perceived as important. It 
also identified the practices that the principals employed within their schools to foster the 
qualities of effective Catholic secondary school teachers. Finally, this study measured 
how the principals ranked a prescribed list of practices that foster teacher effectiveness 
relative to the order of benefit to the Catholic secondary school teacher.  
Research Design 
 
 This study employed a quantitative methodology using a researcher-constructed 
online survey (see Appendix A) administered via SurveyMonkey® because it provided 
the most appropriate means of answering the research questions under investigation. Fink 
(2013) affirmed this point, noting that surveys are appropriate instruments when seeking 
“to describe, compare, or explain individual and societal knowledge, feelings, values, 
preferences, and behavior” (p. 2). In addition, the researcher’s choice of utilizing an 
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online survey was supported by the following conditions: (a) the statistical data describes 
relationships between variables and the population, (b) the population represents a broad 
geographical area, (c) participants can be assured confidentiality, and (d) participants 
have access to a computer and possess the ability to complete an on-line survey (Fowler, 
2009; Sue & Ritter, 2007). The survey questionnaire examined the perceptions of 
Catholic secondary school principals of the Archdioceses of Boston, Chicago, Los 
Angeles, and New York (N=166) relative to the qualities of effective teachers. Therefore, 
the methodology allowed for a standard measurement that enabled the perceptions of 
those completing the questionnaire to be compared and contrasted. While the research 
questions under investigation may be examined qualitatively, the researcher selected a 
quantitative methodology in order to reach a greater population and to permit greater 
generalizability (Fowler, 2014).  
Research Setting 
 
Nationally, there are 1,195 Catholic secondary schools in the United States, which 
serve 582,785 students (McDonald & Schultz, 2014). Catholic secondary schools are 
operative in all 50 states. The setting for this study, however, was limited to the Catholic 
secondary schools in four states: Massachusetts, Illinois, California, and New York. 
Specifically, this study examined the 166 Catholic secondary schools in the Archdioceses 
of Boston (n=31), Chicago (n=37), Los Angeles (n=51), and New York (n=47), which 
NCEA (McDonald & Schultz, 2014) reports to have the largest populations of Catholic 
secondary school students. Tables 15-18 list the names of the Catholic secondary schools 
per archdiocese, noting their form of school affiliation (diocesan, religious-sponsored, or 





Archdiocese of Boston: Secondary Schools’ Names, Affiliations, and Types 
Name of School School Affiliation School Type 
Academy of Notre Dame Religious-Sponsored Girls 
Archbishop Williams Archdiocesan Coed 
Arlington Catholic Archdiocesan Coed 
Austin Preparatory Religious-Sponsored Coed 
Bishop Fenwick Religious-Sponsored Coed 
Boston College Religious-Sponsored Boys 
Cardinal Spellman Archdiocesan Coed 
Cathedral Archdiocesan Coed 
Catholic Memorial Religious-Sponsored Boys 
Central Catholic Religious-Sponsored Coed 
Cristo Rey Boston Archdiocesan Coed 
Elizabeth Seton Academy Independent Girls 
Fontbonne Academy Religious-Sponsored Girls 
Lowell Catholic Religious-Sponsored Coed 
Malden Catholic Religious-Sponsored Boys 
Marian Archdiocesan Coed 
Matignon Archdiocesan Coed 
Mount Alvernia Religious-Sponsored Girls 
Newton Country Day School Religious-Sponsored Girls 
Notre Dame Academy Religious-Sponsored Girls 
Notre Dame Cristo Rey Religious-Sponsored Coed 
Pope John XXIII Archdiocesan Coed 
Presentation of Mary Academy Religious-Sponsored Coed 
Sacred Heart Religious-Sponsored Coed 
Saint CleBoyst Archdiocesan Coed 
Saint John Preparatory Religious-Sponsored Boys 
Saint Joseph Preparatory Religious-Sponsored  Coed 
Saint Mary Archdiocesan Coed 
Saint Sebastian School Archdiocesan Boys 
Ursuline Academy Independent Girls 
Xaverian Brothers Religious-Sponsored Boys 







Archdiocese of Chicago: Secondary Schools’ Names, Affiliations, and Types 
Name of School School Affiliation School Type 
Brother Rice High School Religious-Sponsored Boys 
Carmel Catholic High School Archdiocesan Coed 




Cristo Rey Jesuit High School Religious-Sponsored Coed 
Cristo Rey St. Martin College Prep Religious-Sponsored Coed 
De La Salle-Institute Campus Religious-Sponsored Boys 
De La Salle-Lourdes Hall Campus Religious-Sponsored Girls 
Fenwick High School Archdiocesan Coed 
Gordon Tech High School Archdiocesan Coed 
Guerin College Preparatory High School Archdiocesan Coed 
Hales Franciscan High School Archdiocesan Coed 
Holy Trinity High School Religious-Sponsored Coed 
Josephinium Academy Religious-Sponsored Girls 
Leo High School Religious-Sponsored Boys 
Loyola Academy Religious-Sponsored Coed 
Marian Catholic High School Religious-Sponsored Coed 
Marist High School Religious-Sponsored Coed 
Mother McAuley Liberal Arts High School Religious-Sponsored Girls 
Mount Carmel High School Religious-Sponsored Coed 
Nazareth Academy Religious-Sponsored Coed 
Notre Dame College Prep Archdiocesan Boys 
Notre Dame High School for Girls Religious-Sponsored Girls 
Our Lady of Tepeyac High School Archdiocesan Girls 
Queen of Peace High School Religious-Sponsored Girls 
Regina Dominican High School Religious-Sponsored Girls 
Resurrection College Prep High School Religious-Sponsored Girls 
Saint Patrick High School Religious-Sponsored Boys 
Saint Viator High School Religious-Sponsored Coed 
Seton Academy Archdiocesan Coed 
St. Benedict High School Archdiocesan Coed 
St. Francis de Sales High School Archdiocesan Coed 
St. Ignatius College Prep Religious-Sponsored Coed 
St. Joseph High School Religious-Sponsored Coed 
St. Laurence High School Archdiocesan Boys 
St. Rita of Cascia High School Religious-Sponsored Boys 
Trinity High School Archdiocesan Girls 
Woodlands Academy of the Sacred Heart Religious-Sponsored Girls 







Archdiocese of Los Angeles: Secondary Schools’ Names, Affiliations, and Types 
Name of School School Affiliation School Type 
Alverno High School Religious-Sponsored Girls 
Bellarmine-Jefferson High School Archdiocesan Coed 
Bishop Alemany High School Archdiocesan Coed 
Bishop Amat High School Archdiocesan Coed 
Bishop Conaty-Our Lady of Loretto High 
School Archdiocesan 
Girls 
Bishop Garcia Diego High School Religious-Sponsored Coed 
Bishop Montgomery High School Archdiocesan Coed 
Bishop Mora Salesian High School Archdiocesan Boys 
Cantwell-Sacred Heart of Mary High School Archdiocesan Coed 
Cathedral High School Religious-Sponsored Boys 
Chaminade College Preparatory Religious-Sponsored Coed 
Crespi Carmelite High School Religious-Sponsored Boys 
Damien High School Archdiocesan Boys 
Don Bosco Technical Institude Religious-Sponsored Boys 
Flintridge Sacred Heart Academy Religious-Sponsored Girls 
Holy Family High School Archdiocesan Girls 
Immaculate Heart High School Religious-Sponsored Girls 
Junipero Serra High School Archdiocesan Coed 
La Reina High School Religious-Sponsored Girls 
La Salle High School Religious-Sponsored Coed 
Louisville High School Religious-Sponsored Girls 
Loyola High School Religious-Sponsored Boys 
Mary Star of the Sea High School Archdiocesan Coed 
Marymount High School Religious-Sponsored Girls 
Mayfield Senior School Religious-Sponsored Girls 
Notre Dame Academy Religious-Sponsored Girls 
Notre Dame High School Religious-Sponsored Coed 
Paraclete High School Archdiocesan Coed 
Pomona Catholic High School Archdiocesan Girls 
Providence High School Religious-Sponsored Coed 
Ramona Secondary School Religious-Sponsored Girls 
Sacred Heart High School Archdiocesan Girls 
San Gabriel Mission High School Archdiocesan Girls 
Santa Clara High School Archdiocesan Coed 
St. Anthony High School Archdiocesan Coed 
St. Augustine Academy Religious-Sponsored Coed 
St. Bernard High School Archdiocesan Coed 
St. Bonaventure High School Archdiocesan Coed 
St. Francis High School Religious-Sponsored Boys 
St. Genevieve High School Archdiocesan Coed 
St. John Bosco High School Religious-Sponsored Boys 
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Table 17 (continued)   
Name of School School Affiliation School Type 
St. Joseph High School (LW) Archdiocesan Girls 
St. Joseph High School (SM) Archdiocesan Coed 
St. Lucy's Priory High School Religious-Sponsored Girls 
St. Mary's Academy Religious-Sponsored Girls 
St. Monica Academy Religious-Sponsored Coed 
St. Monica High School Archdiocesan Coed 
St. Paul High School Archdiocesan Coed 
St. Pius X - St. Matthias Academy Archdiocesan Coed 
Verbum Dei High School Archdiocesan Boys 
Villanova Preparatory High School Religious-Sponsored Coed 




Archdiocese of New York: Secondary Schools’ Names, Affiliations, and Types 
Name of School School Affiliation School Type 
Academy of Mount Saint Ursula Religious-Sponsored Girls 
Academy of Our Lady of Good Counsel Religious-Sponsored Girls 
Albertus Magnus High School Religious-Sponsored Coed 
All Hallows High School Religious-Sponsored Boys 
Aquinas High School Religious-Sponsored Girls 
Archbishop Stepinac High School Archdiocesan Boys 
Cardinal Hayes High School Archdiocesan Boys 
Cardinal Spellman High School Archdiocesan Coed 
Cathedral High School Archdiocesan Girls 
Convent of the Sacred Heart Religious-Sponsored Girls 
Cristo Rey NY High School Religious-Sponsored Coed 
Dominican Academy Religious-Sponsored Girls 
Fordham Prep High School Religious-Sponsored Boys 
Iona Preparatory School Religious-Sponsored Boys 
John A. Coleman High School Archdiocesan Coed 
John S. Burke Catholic High School Archdiocesan Coed 
Kennedy Catholic High School Religious-Sponsored Coed 
La Salle Academy Religious-Sponsored Boys 
Loyola School Religious-Sponsored Coed 
Maria Regina High School Religious-Sponsored Girls 
Marymount School Religious-Sponsored Girls 
Monsignor Farrell Archdiocesan Boys 
Monsignor Scanlan High School Religious-Sponsored Coed 
Moore Catholic High School Religious-Sponsored Coed 
Mt. St. Michael Academy Religious-Sponsored Boys 
Notre Dame Academy Religious-Sponsored Girls 
Notre Dame High School Religious-Sponsored Girls 
Our Lady of Lourdes High School Religious-Sponsored Coed 
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Table 18 (continued)   
Name of School School Affiliation School Type 
Preston High School Religious-Sponsored Girls 
Regis High School Religious-Sponsored Boys 
Sacred Heart High School Religious-Sponsored Coed 
Salesian High School Religious-Sponsored Boys 
School of the Holy Child Religious-Sponsored Girls 
St. Barnabas High School Religious-Sponsored Girls 
St. Catharine Academy Religious-Sponsored Girls 
St. George Academy Archdiocesan Coed 
St. Jean Baptiste High School Religious-Sponsored Girls 
St. John Villa Academy Religious-Sponsored Girls 
St. Joseph Hill Academy Religious-Sponsored Girls 
St. Joseph-by-the-Sea HS Religious-Sponsored Coed 
St. Peter's High School for Boys Religious-Sponsored Boys 
St. Raymond Academy Religious-Sponsored Girls 
St. Raymond HS for Boys Religious-Sponsored Boys 
St. Vincent Ferrer High School Religious-Sponsored Girls 
The Montfort Academy Archdiocesan Coed 
The Ursuline School Religious-Sponsored Girls 
Xavier High School Religious-Sponsored Boys 
Note: Source is website of the Catholic Schools of the Archdiocese of New York. 





The population of this study consisted of Catholic secondary schools principals 
(N = 166) from the Archdioceses of Boston (n = 31), Chicago (n = 37), Los Angeles  
(n = 51), and New York (n = 47). This population was inclusive of both male and female, 
vowed religious and lay Catholic secondary school administrators, who were serving in 
their schools as principals in the 2014-2015 academic year. The administrators in this 
study represented a range in years of experience in both Catholic and non-Catholic 
teaching and administration, in levels of educational training, and in certification and 
licensing credentials.  
The Catholic secondary school principals of the aforementioned archdioceses 
were selected as the population for this study because they led the secondary schools of 
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four archdioceses with the greatest number of Catholic secondary schools. In addition, 
they were chosen due to their critical and fundamental role relative to the hiring, 
supporting, and releasing (if necessary) of teachers who serve in their respective schools. 
While others in a Catholic secondary school’s administrative team may work closely with 
classroom teachers (e.g., assistant principals and deans), the researcher chose to limit this 
study’s focus to the perceptions of the central and primary leader of each school. 
Instrumentation 
 
The researcher created an online survey instrument utilizing SurveyMonkey® 
(see Appendix A). The survey questionnaire was descriptive, cross-sectional, and time-
bound in design. It utilized and adapted, with permission (see Appendix B), 
Shimabukuro’s (1993, 1998) typology of the qualities of the ideal Catholic school teacher 
and Stronge’s (2002, 2007) qualities of the effective teacher. The researcher combined 
both frameworks to serve as the conceptual framework of this study and categorized their 
combined qualities into four dimensions of the Catholic secondary school teacher’s 
vocation: (a) faith, (b) profession, (c) self and others, and (d) student learning (see Figure 
1).  
The researcher-created online survey instrument (see Appendix A) consisted of 32 
total items and included an introduction page and four sections. The introductory page 
described for the survey participants the two frameworks upon which the research was 
built and identified the purpose of the survey. It also provided the instructions to the 
survey and informed the principals that their participation was strictly voluntary and that 
their right of confidentiality regarding their responses was guaranteed. Finally, it 
presented the first item, which asked respondents to indicate whether they were willing to 
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participate in the survey. A “Yes” response allowed respondents to proceed to the survey 
proper; a “No” response did not allow respondents to proceed to the survey.  
The first of the four subsequent sections related to Shimabukuro’s (1993, 1998) 
qualities of the ideal Catholic school teacher. This section addressed Research Question 1 
and included five items (#s2-6), which corresponded to Shimabukuro’s five qualities of 
the ideal Catholic school teacher. These items asked respondents to rate the importance of 
each of the qualities using a five-point Likert-type scale: “Unimportant,” “Of Little 
Importance,” “Moderately Important,” “Important,” and “Very Important.” The second 
section addressed Research Question 2 and includes six items (#s7-12) that related to 
Stronge’s (2002, 2007) qualities of effective teachers. These items also asked respondents 
to rate the importance of each of the qualities using a five-point Likert-type scale: 
“Unimportant,” “Of Little Importance,” “Moderately Important,” “Important,” and “Very 
Important.” 
The third section of the survey invited respondents to share additional perceptions 
related to the qualities of effective teachers. This section included four items (#s13-16). 
Item 13 addressed Research Question 3 and asked respondents to force rank by order of 
importance the combined 11 qualities of effective teachers outlined by both 
Shimabukuro’s and Stronge’s frameworks. Item 14 was an open-ended item that 
addressed Research Question 4 and asked respondents to list any additional quality(ies) 
of effective Catholic secondary school teachers that they perceived to be important and 
were not reflected in either Shimabukuro’s or Stronge’s framework.  
Item 15 addressed Research Question 5, which asked respondents to identify 
practices they used within their schools to develop or facilitate the qualities of effective 
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teachers. Finally, Item 16 was a force-ranked inquiry that addressed Research Question 6 
and sought to discover the principals’ perspectives regarding a list of five prescribed 
practices that served to foster the qualities of both the ideal Catholic school teacher 
(Shimabukuro, 1993, 1998) and the effective teacher (Stronge, 2002, 2007). The 
principals were asked to rank the list of practices in order of benefit to Catholic 
secondary school teachers.  
The fourth and final section of the instrument included 20 demographic items 
(#s17-32). Six demographic items were open-ended and asked respondents to indicate 
their age and years of work experience by typing in a numerical textbox. Relative to their 
work experience, respondents were asked to indicate the total number of years of service: 
(a) as teachers in Catholic schools, (b) as principals in Catholic schools, and (c) as the 
principal in his or her current school. In addition, demographic items concerning the 
participants’ gender, religious affiliation, vocation (lay or vowed religious), level of 
education, institution of study, and certifications were noted. Demographic items relative 
to the respondents’ schools were also included. These items concerned their schools’ 
enrollment, setting, student body composition, grade level, religious sponsorship or 
affiliation, and tuition rate. Table 19 presents the instrument’s four sections, the 
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Practices that principals employ within their schools to 
foster the qualities of effective Catholic secondary school 
teachers  
 
Principals’ ranking of a prescribed list of practices that 
foster teacher effectiveness relative to the order of benefit 

























Note. Item 1 on the study’s online survey is the verification of consent by the principals for the willingness 
to participate in the study. A “Yes” response enabled them to take the survey; a “No” response prevented 




To establish face, construct, and content validity of the online survey instrument, 
the researcher convened a panel of 11 experts (see Appendix C) in Catholic education, 
teacher effectiveness, Catholic school leadership at the secondary level, and quantitative 
methodology. An introductory email (see Appendix D) was sent to the potential panelists 
explaining the study and inviting their participation. Upon receiving their responses, the 
researcher provided each panelist with the survey instrument via a SurveyMonkey® link 
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and as both a Microsoft Word® and PDF document. Additionally, the researcher 
provided each panelist with supplemental documents outlining the qualities of effective 
teachers (Stronge, 2002, 2007) and the qualities of effective Catholic school teachers 
(Shimabukuro, 1993, 1998).  
The initial survey was evaluated by a panel of experts. Upon the recommendation 
of the panelists and in consultation with the dissertation committee chair, the variables to 
be explored in this study were limited to the qualities of effective teachers as proposed by 
Shimabukuro (1993, 1998) and Stronge (2002, 2007). An examination of the multiple 
characteristics of the qualities within each framework was deemed unnecessary and 
cumbersome. It was recommended that the construct under investigation would be better 
understood if operationally defined solely through the qualities of effective teachers. 
Upon consultation with the committee chair, this recommendation was deemed both 
appropriate and prudent. Hence, the survey was revised accordingly. The revised survey 
was then submitted to IRB for approval. Once notification of its approval was received 
(Appendix D), a pilot study to determine its reliability was convened.  
Reliability 
 
 To establish reliability, the researcher conducted a pilot test of the instrument with 
a group of Catholic school leaders (N = 31) and measured the internal consistency 
reliability of the instrument. Internal consistency reliability measures whether the items 
on a survey are consistent with one another and represent a particular construct (Salkind, 
2011). The researcher used SPSS to analyze the data and calculate Cronbach’s alpha to 
determine the internal consistency coefficient. The lowest generally accepted level for 
reliability coefficients is 0.70 (Orcher, 2007). Cronbach’s alpha for the 10 singular 
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qualities of effective teachers that are pertinent to this study was .811. When the five 
characteristics comprising the prerequisites of effective teaching (Stronge, 2002, 2007) 
were included as a single composite score, Cronbach’s alpha was .800. As both of these 
scores exceed the lowest generally accepted level for reliability coefficients, the 
researcher determined that the instrument with the 10 qualities of effective teachers and 
the prerequisites for effective teachers, taken together in a composite score, was 
internally consistent. Review and analysis of the pilot study’s results led to the 
recommendation by the dissertation chair that all qualities be evaluated as singular items 
for the sake of both consistency and clarity; to that end, the researcher collapsed the 
prerequisites of effective teachers into a singular quality for participant rating to be 
aligned with the other 10 qualities under investigation.  
Data Collection Procedures 
The researcher contacted by email the superintendents (or their proxies) in the 
Archdioceses of Los Angeles, New York, Chicago, and Boston to explain the study and 
to obtain their permission to survey the principals in their schools. The researcher 
obtained permission from the superintendents or their proxies in all four archdioceses 
(see Appendix E).  
Upon approval of the proposal by the study’s dissertation committee, the 
researcher emailed, via SurveyMonkey®, each of the 166 principals in the Archdioceses 
of Boston (n = 31), Chicago (n = 37), Los Angeles (n = 51), and New York (n = 47) via 
separate SurveyMonkey® collectors. The use of separate collector filters allowed the 
researcher to monitor response rates by archdiocese and to analyze the data by 
archdiocese. Furthermore, 34 of the 166 schools utilized contact forms and did not 
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publish direct email addresses for school members. For those 34 principals, the researcher 
completed the online contact forms, including a weblink to the survey that was uniquely 
tied to principals’ archdioceses.  
The email to principals sent through both SurveyMonkey® and the schools’ web-
based contact forms explained the study, acknowledged the permission received by the 
superintendent in his or her archdiocese, and invited the principal to participate in the 
study via a weblink to the survey. In addition, the email informed the principal that his or 
her participation in the study would be strictly voluntary and guaranteed the right of 
confidentiality. Principals who accepted the invitation were requested to complete the 
survey within three weeks of their receipt.  
At the end of the first week, the researcher sent a follow-up email via 
SurveyMonkey® to all principals who had not yet responded. At the end of the second 
week, the researcher sent a second follow-up email reminding participants to complete 
the survey. A third reminder via SurveyMonkey® was sent at the end of the three-week 
window requesting completion of the survey. At the end of the three-week window, 44 
principals had responded to the study via SurveyMonkey®, for a 27% response rate, well 
below the researcher’s goal of 60%.  
In an attempt to boost the response rate, the researcher mailed a paper version of 
the survey to all nonrespondents. The mailed survey also included a letter again inviting 
principals to participate in the study either by completing and returning the paper survey 
within a two-week timeframe or by accessing the online version (a weblink was included 
in the letter). The mailed survey yielded 29 additional surveys, 10 via SurveyMonkey® 
and 19 paper surveys. Following that deadline, the researcher sent one final email to all 
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principals (N = 166) to serve as both a thank-you for their participation or, in the case of 
nonrespondents, to offer one final plea for their participation. The final rate of response 
related to all of the researcher’s efforts was 44% (N = 73).  
Data Analysis Plan 
 
Descriptive statistics were used to analyze the data regarding principals’ 
perceptions of the importance of the qualities of effective Catholic secondary school 
teachers based on the six research questions under investigation. In addition, the 
researcher analyzed the principals’ perceptions of the frameworks of Shimabukuro (1993, 
1998) and Stronge (2002, 2007) as they related to the four dimensions of the teacher’s 
vocation: (a) faith, (b) profession, (c) self and others, and (d) student learning (see Figure 
1).  
Results were reported as frequency distributions and as measures of central 
tendency and were reported relative to all respondents (n = 73) and respondents by 
archdiocese. Data were also analyzed relative to two sets of demographic variables, the 
first related to the school traits of (a) governance, (b) school type, and (c) enrollment, and 
the second related to specific traits of principals: (a) gender, (b) age, and (c) years of 
experience. In addition, responses to the open-ended questions were coded and analyzed 
for thematic patterns. Finally, results of demographic data were reported in appropriate 
tables and figures.  
Ethical Considerations 
 
 Prior to conducting the study, the researcher obtained approval from the 
University of San Francisco Institutional Review Board for the Protection of Human 
Subjects (IRBPHS) (see Appendix F). In the first stage of survey administration, the 
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researcher enlisted support from the superintendents (or their proxies) in the archdioceses 
of Los Angeles, New York, Chicago, and Boston by fully explaining the scope and intent 
of the research study and ensuring confidentiality of data. Superintendents’ permission to 
proceed in their archdioceses was appropriately documented (see Appendix E).  
In the second stage of survey administration, the researcher emailed the principals 
in the Archdioceses of Los Angeles, New York, Chicago, and Boston to invite them to 
participate in the study. That email fully explained the scope and intent of the research 
study and informed the principals that their participation in the study was strictly 
confidential. It also guaranteed participants the right of confidentiality of data; as such, 
responses were held in confidence, and were not used in any way to identify individual 
participants or their schools. For this study, consent from the participants was granted by 
their selection of the “Yes” option on the survey, which indicated that their participation 
was done freely and voluntarily. After administration of the survey was completed and 
the research data downloaded, all files related to the study were deleted from 
SurveyMonkey®. The researcher encrypted all data files before uploading to a password-
protected cloud-based storage server. 
Limitations 
 
This study was limited to Catholic secondary school principals (N=166) of 
secondary schools within four archdioceses: Archdioceses of Los Angeles (n = 51), New 
York (n = 47), Chicago (n = 37), and Boston (n = 31). According to NCEA, the 
archdioceses chosen are among those with the greatest number of Catholic high schools 
(McDonald & Schultz, 2014). This study did not include Catholic elementary school 
administrators, nor did it include other members of Catholic secondary schools’ 
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administrative teams.  
Further limiting this study were principals’ perceptions of what constitutes 
“effective teaching” or “effective teachers.”  While this study utilized Stronge’s (2002, 
2007) framework of the qualities of effective teachers, each principal could have brought 
his or her own interpretation to the framework, thereby potentially creating biased 
responses.  Furthermore, of the extant frameworks of teacher effectiveness (e.g., 
Danielson, 1996, 2007, 2011; Marzano, 2007), the researcher chose to utilize only the 
framework developed by Stronge (2002, 2007), as it offered a comprehensive construct 
of the topic under review.  
The reality that Shimabukuro’s (1993, 1998) typology of the ideal Catholic school 
teacher was devised twenty years ago may be viewed as a limitation in this study. Her 
work, however, remains the only comprehensive research to date related to the qualities 
of the ideal Catholic school teacher as outlined in Church documents. Although 
Shimabukuro’s typology is based on Church documents written between 1965 and 1990, 
subsequent ecclesial writings to current times (CCE, 1997, 2007, 2014; USCCB, 2005, 
Pope Francis, 2014a, 2014b) have reiterated that the Catholic Church continues to 
recognize that the ideal Catholic school teacher as one who (a) builds community, (b) is 
committed to lifelong spiritual and professional growth, and (c) is committed to 
promoting the spiritual and integral human development of students.  
The research design of survey methodology also contributed to this study’s 
limitations, as survey research is constrained by time, and respondents’ perceptions will 
represent a snapshot of their beliefs on a given day, at a given time.  The use of an online 
delivery model for survey administration also posed limitations, as online surveys often 
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suffer from low response rates and are subject to limitations inherent in self-










The purpose of this study was to explore the degree of importance that Catholic 
secondary school principals of the Archdioceses of Boston, Chicago, Los Angeles, and 
New York attribute to the five qualities comprising Shimabukuro’s (1993, 1998) 
typology of the ideal Catholic school teacher (see Table 1). Their perceptions of the six 
qualities of effective teachers identified by Stronge (2002, 2007) were also investigated 
(see Table 2). In addition, the study measured the rank order of importance that the 
principals perceived the combined 11 qualities of effective teachers to have relative to the 
Catholic secondary school educator. This study also sought to identify additional qualities 
of effective teachers that Catholic secondary school principals perceived as important. It 
also identified the practices that the principals employed within their schools to foster the 
qualities of effective Catholic secondary school teachers. Finally, this study measured 
how the principals ranked a prescribed list of practices that foster teacher effectiveness 
relative to the order of benefit to the Catholic secondary school teacher.  
The data gathered for this study analyzed the following research questions: 
1. To what degree of importance do Catholic secondary school principals of 
the Archdioceses of Boston, Chicago, Los Angeles, and New York rate 
Shimabukuro’s (1993, 1998) five qualities of the ideal Catholic school 
teacher: (a) teacher as community builder, (b) teacher as committed to 
lifelong spiritual growth, (c) teacher as committed to lifelong professional 
development, (d) teacher as committed to students’ spiritual formation, 
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and (e) teacher as committed to students’ human development? 
2. To what degree of importance do the aforementioned principals rate 
Stronge’s (2002, 2007) six qualities of effective teachers: (a) prerequisites 
for effective teaching, (b) teacher as a person, (c) classroom management 
and organization, (d) planning and organizing for instruction, (e) 
implementing instruction, and (f) monitoring student progress and 
potential? 
3. In what order of importance do the aforementioned principals rank the 11 
qualities of effective teachers designated by Shimabukuro’s (1993, 1998) 
and Stronge’s (2002, 2007) frameworks?  
4. What additional qualities of effective teachers do the aforementioned 
principals perceive as essential for Catholic secondary school teachers? 
5. What practices do the aforementioned principals employ within their 
schools to foster the qualities of effective Catholic secondary school 
teachers? 
6. How do the aforementioned principals rank the prescribed list of practices 
designed to foster teacher effectiveness relative to the order of benefit to 
Catholic secondary school teachers? 
Demographics 
 
The researcher-created survey was sent first electronically via SurveyMonkey® 
and second, via a mailed paper survey, to all of the Catholic secondary school principals 
in the Archdioceses of Boston (n = 31), Chicago (n = 37), Los Angeles (n = 51), and New 
York (n = 47), a total of 166 administrators. Seventy-three principals agreed to participate 
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by answering “yes” to the first question, which asked if respondents were freely 
accepting to participate in the survey. The overall response rate for the study was 44%. 
Tables 20 to 23 represent the number of respondents to this study compared with the total 
principals in the population (N = 166) by the demographic variables of (a) archdiocese, 
(b) governance, (c) school type, and (d) gender.  
Table 20 
 
Principals in the Population and Sample by Archdiocese 
 Population Sample 
Archdiocese Number % Number % 
Boston 31 19 16 22 
Chicago 37 22 19 26 
Los Angeles 51 31 21 29 
New York 47 28 17 23 




Schools in the Population and Sample by Governance 
 Population Sample 
Affiliation Number % Number % 
Archdiocesan 58 35 12 19 
Sponsored by Religious 
Community or Other 108 65 50 81 




Schools in the Population and Sample by School Type 
 Population Sample 
School Type Number % Number % 
Co-ed 77 46 27 44 
All-boys’ 35 21 13 21 
All-girls’ 54 33 22 35 







Principals in the Population and Sample by Gender  
 Population Sample 
Gender Number % Number % 
Female 73 44 27 44 
Male 93 56 35 56 
Total 166 100 62 100 
 
Despite a response lower than the researcher’s desired rate of 60%, sample 
representativeness is more important than response rate itself (Cook, Heath, & 
Thompson, 2000). The researcher conducted one-sample chi-square tests in order to 
determine if the samples could be generalized to the population (N = 166) relative to (a) 
archdiocese, (b) governance, (c) school type, and (d) respondents’ gender. A chi-square 
test is used with categorical variables to compare what is observed and what would be 
expected by chance (Salkind, 2011).  
Results from the chi-square tests indicated that the sample proportions of 
principals by archdiocese were not statistically different from the population proportions 
by archdiocese (χ2(3) = 1.116, p = .773), by school type (χ2(2) = 3.11, p = 0.211), and 
by gender (χ2(1) = 0.003, p = 0.954). Thus, for the demographic variables of archdiocese, 
school type, and gender, the sample represented the population. However, relative to the 
demographic variable of governance, results indicated that the sample proportions of 
principals by governance were statistically different from the population proportions by 
governance (χ2(1) = 5.15, p  = .023). Relative to the demographic variable of 
governance, the sample was not representative of the population; archdiocesan schools 
were underrepresented in the study. Therefore, the findings may not be generalized by 
school governance.  
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Several demographic questions on the survey related to the schools in which the 
principals served. While 73 principals responded to the survey, not all of them completed 
the demographic section of the survey. Thus, the demographic results will be reported per 
number of respondents. The schools surveyed ranged in grade level, from 6-12, 7-12, and 
9-12. The majority of the schools (n = 53) were high schools serving grades 9-12. Table 
24 indicates the respondents’ by schools’ grade levels.  
Table 24 
 
Respondents by Schools’ Grade Levels 
 






The survey respondents were principals of schools of varying sizes, with most 
leading schools between 251 and 750 students, as indicated in Table 25.  
Table 25 
 
Respondents by School Enrollment 
 
Enrollment Respondents (n = 60) 




More than 1000 2 
 
As the respondents were principals in four of the largest archdioceses in the 
country, none indicated that his or her school was located in a rural setting. The schools 
(n = 60) were split evenly between suburban schools (n = 30) and urban schools (n = 29). 
Principals were also asked to indicate their school’s average class size; 57 principals 
responded by entering the number in a numerical textbox. The researcher deleted four 
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entries, as they indicated a graduating class size (e.g., 200, 130). Additionally, the 
researcher deleted two items for purposes of clarity, as the numerical values (50, 70) 
could have represented either a graduating class size or an individual classroom size. The 
resulting 51 entries ranged from 11 to a class size of 33, with a mean class size of 22, 
with a standard deviation of 5, and a median class size of 23.5 
Principals were asked to indicate the cost of tuition in their respective schools; 
tuitions ranged from $2,950 per year to $34,000. The mean per-year tuition was $11,639. 
The median tuition cost was $10,225.  
Also included in the survey were several demographic questions related to the 
principals themselves. All of the principals who chose to answer the question indicating 
their religious affiliation (n = 50) wrote either “Catholic” or “Roman Catholic.” 
Principals were also asked to identify their personal vocation and invited to check all 
responses that applied; there were 62 respondents and 64 total responses. Ten principals 
were members of the clergy or religious orders, while three were former members of the 
clergy or religious orders. The majority of the principals (n = 51) were lay principals, 39 
of whom were married and 12 single.  
The principals who chose to indicate their age (n = 59) did so by typing their age 
in a textbox. Principals’ ages ranged from 29 to 75, with a mean age of 56 and a median 
age of 58. Sixty-six percent of the principals were between 50 and 69 years of age. 






Respondents by Age Group 
 
Age Group Respondents (n = 59) 





Over 70 3 
 
Principals were also asked to indicate the number of years’ experience they had in 
education, in both Catholic and non-Catholic schools and as both teachers and principals, 
by typing their years of experience in a textbox. Individual responses were analyzed by 
measures of central tendency, as shown in Table 27. The respondents had served an 
average of nearly 25 years in Catholic education, with an average of 10 years as principal 
in a Catholic school.  
Table 27 
 
Respondents by Years of Experience in Public/Non-Catholic Education, in Catholic 
Education, as Catholic School Teacher, as Catholic School Principal, and in Current 
Position 
Category Number of Respondents Mean 
Std. 
Dev. Median Mode 
Public or private, non-Catholic 
education 43 8.09 11.34 2 0 
Catholic education 60 24.63 15.29 24 15 
Classroom teacher in a Catholic  
school 58 12.78 9.56 11 10 
Principal in a Catholic school 61 10.12 8.53 7 8 
Current position 61 7.31 7.73 4 1 
 
Individual responses with regard to years of experience were also analyzed as 
interval groups. Figures 6-10 illustrate the respondents’ years of experience (a) in public 
or private, non-Catholic education, (b) in Catholic education, (c) as a classroom teacher 
in a Catholic school, (d) as a principal in a Catholic school, and (e) in their current 
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position as a Catholic secondary school principal. More than half of the respondents 
indicated more than 20 years of experience in Catholic education, with individual 
responses ranging from 3 to 49 years. 
Of the 43 respondents who indicated service in public or private, non-Catholic 
schools, nearly one-quarter spent fewer than five years in that setting. Seventeen 
indicated no experience in non-Catholic education, and others may have chosen to not 
type an answer for that particular question, as it did not apply to them. All but three 
respondents (n = 55) indicated working at least one year as a classroom teacher in a 
Catholic school, with more than half having taught between 6 and 15 years. Of the 
principals (n = 61), 39% (n = 24) have been principals for five or fewer years; 37 were 
serving five or fewer years in their current positions, and 11 indicated that the 2014-2015 
academic year was their first in their position as principal at their respective schools.  
 
Figure 6. The frequency distribution of respondents by years of experience in public or 




Figure 7. The frequency distribution of respondents by years of experience in Catholic 
education. 
Figure 8. The frequency distribution of respondents by years of experience as a 
classroom teacher in a Catholic school. 
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Figure 9. The frequency distribution of respondents by years of experience as principal in 
a Catholic school. 
 
 





Overwhelmingly, the principals who responded to the survey were highly 
educated, with the majority having earned additional graduate credits beyond a master’s 
degree. Thirteen principals (21%) had earned a doctorate. Those who selected “Other” 
were asked to explain their answer; of the six, four held two master’s degrees, one held 
two master’s degrees and was currently working on a doctoral degree, and another wrote 
that he or she was “ABD,” or “all but dissertation.” Table 28 shows the data relative to 
respondents’ levels of education.  
Table 28 
 
Respondents by Highest Level of Education 
Level of Education Respondents (n = 62) 
Bachelor’s Degree 1 
Bachelor’s Degree plus graduate credits 1 
Masters’s Degree  9 
Masters’s Degree plus additional graduate credits 32 
Doctoral Degree 13 
Other 6 
 
Principals were also asked to indicate the type of educational institution (Catholic; 
private, non-Catholic; public) where they earned their degrees. The majority of the 
principals earned their undergraduate, master’s, and doctoral degrees at Catholic colleges 
and universities, as shown in Table 29.  
Table 29 
 
Respondents by Type of Educational Institution Attended 
 Catholic Private,  non-Catholic Public 
Bachelor’s Degree (n = 61) 38 8 15 
Master’s Degree (n = 60) 33 11 16 




In addition to having earned formal academic degrees, more than two-thirds of the 
principals held a credential, certification, or license, with many holding multiple, as 
outlined in Table 30.  
Table 30 
 
Respondents by Certifications/Credentials/Licensures Held 







A final open-ended question in the demographic portion of the survey asked 
principals if someone other than the principal was responsible for overseeing teacher 
effectiveness at their schools and, if so, in what role or position he or she serves. Fifty-
two principals answered this question. Six reported that the responsibility was theirs 
alone. However, the predominant answer was that the principals shared the responsibility 
with other members of the administrative team, namely an assistant principal(s), 
academic dean, or curriculum coordinator. Ten principals indicated that department 
chairs were included in the process. Three principals consulted with heads or assistant 
heads of their school or the school’s president. One principal shared a different 
configuration, writing “a part-time retired administrator who works with new teachers 
and does observations of all teachers.”  
Summary of Demographic Variables 
 
 Not all of the principals participated in this study completed the demographic 
section of the survey; as such, the number of principals who responded to the 
demographic portion of the survey varied from the number of principals who responded 
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to the questions related to the study’s research questions (N = 73). The principals who 
responded to the demographic portion of this survey were predominately male (56%), 
between 50 and 69 years old (66%), and lay, married individuals (63%). Of the 50 who 
answered the question indicating their religious affiliation, all 50 wrote “Catholic” or 
“Roman Catholic.”  Most of the respondents were veteran educators who had been 
teaching in or leading Catholic schools for several years. More than 85% reported 
working more than 10 years in Catholic education. Many, however, were fairly new 
principals, with nearly 40% indicating being principal for five or fewer years. Nearly 
20% were serving in their first year as principal of their current school. Nearly all of the 
principals who responded (97%) had earned at least a master’s degree, with the majority 
of the principals having been educated in Catholic colleges and universities. Sixty-two 
percent of principals (n = 38) earned their undergraduate degree at a Catholic college or 
university, while 55% (n = 33) earned their master’s and 59% (n = 10) their doctorate at 
Catholic colleges or universities. Additionally, more than 80% of the principals who 
responded held at least one credential or license.  
 The schools represented in this study were predominantly high schools serving 
grades 9-12 (88%). The schools represented co-ed (44%), all-girls (35%), and all-boys 
(21%) student populations. The majority of the schools (68%) educated between 251 and 
750 students, and 81% of the schools were either sponsored by a religious community or 
independently governed.  
Research Question 1 
 
To what degree of importance do Catholic secondary school principals of the 
Archdioceses of Boston, Chicago, Los Angeles, and New York rate Shimabukuro’s (1993, 
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1998) five qualities of the ideal Catholic school teacher: (a) teacher as community 
builder, (b) teacher as committed to lifelong spiritual growth, (c) teacher as committed to 
lifelong professional development, (d) teacher as committed to students’ spiritual 
formation, and (e) teacher as committed to students’ human development? 
 The results for Research Question 1 will be reported in relationship to all 
respondents and by the respondents’ archdiocese. The results of Research Question 1 are 
presented in Table 31.  
Table 31 
 
Frequency of Respondents’ Ratings of the Qualities of the Ideal Catholic School Teacher 
(Shimabukuro, 1993, 1998) for All Survey Respondents (N = 73) 
 Rating 





Teacher as Community 
Builder 0 0 0 12 61 
 
Teacher as Committed to 
Lifelong Spiritual Growth 
0 0 10 21 42 
 
Teacher as Committed to 
Lifelong Professional 
Development 
0 0 1 22 50 
 
Teacher as Committed to 
Students’ Spiritual 
Formation 
0 0 7 29 36 
 
Teacher as Committed to 
Students’ Human 
Development 
0 0 1 16 56 
Note. For “Teacher as committed to students’ spiritual formation, n = 72. 
 
Without exception, none of the five qualities of the ideal Catholic school teacher 
(Shimabukuro, 1993, 1998) was rated “unimportant” or “of little importance” by any of 
the principals (N = 73) surveyed in this study. “Teacher as Community Builder” received 
the most ratings of “very important” (n = 61), followed by “Teacher as Committed to 
  
115 
Students’ Human Development (n = 56) and “Teacher as Committed to Lifelong 
Professional Development” (n = 50). Fewer principals rated the two qualities relating to 
faith, “Teacher as Committed to Lifelong Spiritual Growth” and “Teacher as Committed 
to Students’ Spiritual Formation” as “very important” (n = 42 and n = 36, respectively). 
Also of note is that those two faith-related qualities also garnered the most “moderately 
important” ratings. Ten principals rated “Teacher as Committed to Lifelong Spiritual 
Growth” as “moderately important,” while seven principals did likewise for “Teacher as 
Committed to Students’ Spiritual Formation.”  
Tables 32-35 will address data related to each particular archdiocese. Table 32 




Frequency of Ratings of the Qualities of the Ideal Catholic School Teacher 
(Shimabukuro, 1993, 1998) for the Principals in the Archdiocese of Boston (n =16) 
 Rating 





Teacher as Community 
Builder 0 0 0 5 11 
 
Teacher as Committed to 
Lifelong Spiritual Growth 
0 0 2 7 7 
 
Teacher as Committed to 
Lifelong Professional 
Development 
0 0 0 5 11 
 
Teacher as Committed to 
Students’ Spiritual 
Formation 
0 0 1 10 5 
 
Teacher as Committed to 
Students’ Human 
Development 




 The principals within the Archdiocese of Boston (n = 16) rated three qualities the 
highest, “Teacher as Community Builder,” “Teacher as Committed to Lifelong 
Professional Development,” and “Teacher as Committed to Students’ Human 
Development.” Each quality was rated “very important” by 11 principals, followed by 
“Teacher as Committed to Lifelong Spiritual Growth” and “Teacher as Committed to 
Students’ Spiritual Formation.” As with the entire principal group, the principals in 
Boston rated the two faith-related qualities lowest; both of those qualities, along with 
“Teacher as Committed to Students’ Human Development” also received ratings of 
“moderately important.”  
 Table 33 presents the frequency distributions of ratings by the principals in the 
Archdiocese of Chicago. 
Table 33 
 
Frequency of Ratings of the Qualities of the Ideal Catholic School Teacher 
(Shimabukuro, 1993, 1998) for the Principals in the Archdiocese of Chicago (n = 19) 
 Rating 





Teacher as Community 
Builder 0 0 0 2 17 
 
Teacher as Committed to 
Lifelong Spiritual Growth 
0 0 4 7 8 
 
Teacher as Committed to 
Lifelong Professional 
Development 
0 0 0 6 13 
 
Teacher as Committed to 
Students’ Spiritual 
Formation 
0 0 0 7 9 
 
Teacher as Committed to 
Students’ Human 
Development 
0 0 0 3 16 




“Teacher as Community Builder” was the quality that received the most ratings of 
“very important” by the principals within the Archdiocese of Chicago, followed closely 
by “Teacher as Committed to Students’ Human Development. Principals in this 
archdiocese rated all of the qualities either “important” or “very important” except one, 
“Teacher as Committed to Lifelong Spiritual Growth,” which four principals rated as 
“moderately important.”  
Table 34 presents the frequency distributions of ratings by the principals in the 
Archdiocese of Los Angeles. 
Table 34 
 
Frequency of Ratings of the Qualities of the Ideal Catholic School Teacher 
(Shimabukuro, 1993, 1998) for the Principals in the Archdiocese of Los Angeles (n = 21) 
 Rating 





Teacher as Community 
Builder 0 0 0 2 19 
 
Teacher as Committed to 
Lifelong Spiritual Growth 
0 0 2 4 15 
 
Teacher as Committed to 
Lifelong Professional 
Development 
0 0 0 8 13 
 
Teacher as Committed to 
Students’ Spiritual 
Formation 
0 0 2 5 14 
 
Teacher as Committed to 
Students’ Human 
Development 
0 0 0 4 17 
 
“Teacher as Community Builder” was also the quality that received the most 
ratings of “very important” by the principals within the Archdiocese of Los Angeles with 
19 of 21 principals choosing “very important,” followed by “Teacher as Committed to 
Students’ Human Development.” As was the case with principals in the Archdiocese of 
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Chicago, principals in the Archdiocese of Los Angeles rated all of the qualities either 
“important” or “very important” except “Teacher as Committed to Lifelong Spiritual 
Growth,” which two principals rated as “moderately important.”  
Table 35 presents the frequency distributions of ratings by the principals in the 
Archdiocese of New York. 
Table 35 
 
Frequency of Ratings of the Qualities of the Ideal Catholic School Teacher 
(Shimabukuro, 1993, 1998) for the Principals in the Archdiocese of New York (n = 17) 
 Rating 





Teacher as Community 
Builder 0 0 0 3 14 
 
Teacher as Committed to 
Lifelong Spiritual Growth 
0 0 2 3 12 
 
Teacher as Committed to 
Lifelong Professional 
Development 
0 0 1 3 13 
 
Teacher as Committed to 
Students’ Spiritual 
Formation 
0 0 2 7 8 
 
Teacher as Committed to 
Students’ Human 
Development 
0 0 0 5 12 
 
As was the case with the Archdioceses of Boston, Chicago, and Los Angeles, 
“Teacher as Community Builder” was also the quality that received the most ratings of 
“very important” by the principals within the Archdiocese of New York. “Teacher as 
Committed to Lifelong Professional Development” received the second highest number 
of ratings of “very important,” followed by “Teacher as Committed to Lifelong Spiritual 
Growth” and “Teacher as Committed to Students’ Human Development.” Principals in 
the Archdiocese of New York rated all of the qualities at least “moderately important.”  
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Summary of Results: Research Question 1 
 
This study asked principals to rate, by degree of importance, the five qualities 
comprising the typology of the ideal Catholic school teacher (Shimabukuro, 1993, 1998). 
Those five qualities included: (a) Teacher as Community Builder, (b) Teacher as 
Committed to Lifelong Spiritual Growth, (c) Teacher as Committed to Lifelong 
Professional Development, (d) Teacher as Committed to Students’ Spiritual Formation, 
and (e) Teacher as Committed to Students’ Human Development. Principals rated the 
importance of each of the five qualities according to a five-point Likert-type scale: 
“unimportant,” “of little importance,” “moderately important,” “important,” or “very 
important.” No quality received a rating of lower than “moderately important.” Principals 
rated “Teacher as Community Builder” as “very important” with the greatest frequency, 
followed by “Teacher as Committed to Students’ Human Development.” The two faith-
based qualities, “Teacher as Committed to Lifelong Spiritual Growth” and “Teacher as 
Committed to Students’ Spiritual Formation” received the least number of “very 
important” rankings by principals. Furthermore, those two qualities also received the 
most ratings of “moderately important” by the respondents.  
Research Question 2 
 
To what degree of importance do the aforementioned principals rate Stronge’s (2002, 
2007) six qualities of effective teachers: (a) prerequisites for effective teaching, (b) 
teacher as a person, (c) classroom management and organization, (d) planning and 
organizing for instruction, (e) implementing instruction, and (f) monitoring student 
progress and potential? 
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 The results for Research Question 2 will be reported in relationship to all 
respondents and by the respondents’ archdiocese. The results of Research Question 2 are 
presented in Table 36.  
Table 36 
 
Frequency of Respondents’ Ratings of the Qualities of Effective Teachers (Stronge, 2002, 
2007) for All Survey Respondents (N =73) 
 Rating 





Prerequisites for Effective 
Teaching 1 0 6 36 30 
 
Teacher as a Person 0 0 0 11 62 
 
Classroom Management  
and Organization 
0 0 1 25 45 
 
Planning and Organizing  
for Instruction 
0 0 0 23 50 
 
Implementing Instruction 0 0 0 21 52 
 
Monitoring Student 
Progress and Potential 
0 0 0 34 39 
Note. n = 73 for all qualities except “Classroom Management and Organization,” for which n = 71. 
  
The participants in this study (N = 73) rated the six qualities of effective teachers 
(Stronge, 2002, 2007) as either “moderately important,” “important,” or “very 
important.” Only one quality, “Prerequisites for Effective Teaching” was rated 
“unimportant,” and that rating reflected only one respondent. “Teacher as a Person” 
received the most ratings of “very important” by the principals, followed by 
“Implementing Instruction” and “Planning and Organizing for Instruction.” The 
principals of the four archdioceses were largely in agreement in their ratings of each 
quality as “very important.” “Teacher as a Person” received more than five times as many 
ratings of “very important” than “important.” The qualities of “Classroom Management 
and Organization,” “Planning and Organizing for Instruction,” and “Implementing 
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Instruction” each received nearly twice as many “very important” ratings as “important” 
ratings. Principals’ ratings were more evenly split, however, on the qualities of 
“Prerequisites for Effective Teaching” and “Monitoring Student Progress and Potential.” 
Tables 37-40 will address data relative to each archdiocese. Table 37 presents the 
frequency distributions of ratings by the principals in the Archdiocese of Boston.  
Table 37 
 
Frequency of Respondents’ Ratings of the Qualities of Effective Teachers (Stronge, 2002, 
2007) for Principals in the Archdiocese of Boston (n = 16) 
 Rating 





Prerequisites for Effective 
Teaching 0 0 3 6 7 
 
Teacher as a Person 0 0 0 1 15 
 
Classroom Management  
and Organization 
0 0 1 3 12 
 
Planning and Organizing  
for Instruction 
0 0 0 3 13 
 
Implementing Instruction 0 0 0 3 13 
 
Monitoring Student 
Progress and Potential 
0 0 0 4 12 
 
The principals within the Archdiocese of Boston (n = 16) rated “Teacher as a 
Person” the highest, followed by “Planning and Organizing for Instruction” and 
“Implementing Instruction.” “Prerequisites for Effective Teaching” received the least 
number of “very important” ratings. Two qualities, “Prerequisites for Effective Teaching” 
and “Classroom Management and Organization” received ratings of “moderately 
important.” The principals in the Archdiocese of Boston were largely in agreement in 
their ratings of “very important” for all qualities except “Prerequisites for Effective 
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Teaching.” For that quality, principals’ ratings were nearly evenly split between 
“important” and “very important.” 
Table 38 presents the frequency distributions of ratings by the principals in the 
Archdiocese of Chicago.  
Table 38 
 
Frequency of Respondents’ Ratings of the Qualities of Effective Teachers (Stronge, 2002, 
2007) for Principals in the Archdiocese of Chicago (n = 19) 
 Rating 





Prerequisites for Effective 
Teaching 0 0 0 8 11 
 
Teacher as a Person 0 0 0 3 16 
 
Classroom Management  
and Organization 
0 0 0 6 11 
 
Planning and Organizing  
for Instruction 
0 0 0 4 15 
 
Implementing Instruction 0 0 0 3 16 
 
Monitoring Student 
Progress and Potential 
0 0 0 9 10 
Note. n = 19 for all qualities except “Classroom Management and Organization,” for which n = 17. 
 
“Teacher as a Person” and “Implementing Instruction” received the highest 
number of “very important” ratings by the principals in the Archdiocese of Chicago (n = 
19), followed closely by “Planning and Organizing for Instruction.” Of particular note, no 
quality was rated lower than “important” by the principals in the Archdiocese of Chicago. 
Principals were largely in agreement in their ratings of qualities as “very important,” as 
nearly all of the qualities received three times as many ratings of “very important” as they 
did “important.” Principals’ ratings were more evenly split, however, on the qualities of 
“Prerequisites for Effective Teaching” and “Monitoring Student Progress and Potential.” 
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The frequency distributions of ratings by the principals in the Archdiocese of Los 
Angeles are presented in Table 39.  
Table 39 
 
Frequency of Respondents’ Ratings of the Qualities of Effective Teachers (Stronge, 2002, 
2007) for Principals in the Archdiocese of Los Angeles (n = 21) 
 Rating 





Prerequisites for Effective 
Teaching 0 0 1 14 6 
 
Teacher as a Person 0 0 0 2 19 
 
Classroom Management  
and Organization 
0 0 0 6 15 
 
Planning and Organizing  
for Instruction 
0 0 0 9 12 
 
Implementing Instruction 0 0 0 8 13 
 
Monitoring Student 
Progress and Potential 
0 0 0 13 8 
 
The principals of the Archdiocese of Los Angeles (n = 21) overwhelmingly rated 
“Teacher as a Person” as “very important.” “Classroom Management and Organization,” 
“Implementing Instruction,” and “Planning and Organizing for Instruction” all received 
more ratings of “very important” than “important,” while two qualities, “Prerequisites for 
Effective Teaching” and “Monitoring Student Progress and Potential” received more 
ratings of “important” than “very important.” Additionally, “Prerequisites for Effective 
Teaching” was the only quality to have been rated “moderately important.” 
Table 40 presents the frequency distributions of ratings for the principals in the 






Frequency of Respondents’ Ratings of the Qualities of Effective Teachers (Stronge, 2002, 
2007) for Principals in the Archdiocese of New York (n = 17) 
 Rating 





Prerequisites for Effective 
Teaching 1 0 2 8 6 
 
Teacher as a Person 0 0 0 5 12 
 
Classroom Management  
and Organization 
0 0 0 10 7 
 
Planning and Organizing  
for Instruction 
0 0 0 7 10 
 
Implementing Instruction 0 0 0 7 10 
 
Monitoring Student 
Progress and Potential 
0 0 0 8 9 
 
The principals in the Archdiocese of New York (n = 17) also rated “Teacher as a 
Person” the highest, with 12 ratings of “very important,” followed by “Planning and 
Organizing for Instruction” and “Implementing Instruction.” The quality that received the 
least number of “very important” ratings was “Prerequisites for Effective Teaching.” That 
quality was also the only to have been rated “moderately important” and, in the only 
instance across all groups of principals, “unimportant.” Compared to the principals in the 
other three archdioceses, principals in the Archdiocese of New York were more evenly 
split in their ratings of each of the qualities.  
Summary of Results: Research Question 2 
 
This study asked principals to rate, by degree of importance, the six qualities of 
effective teachers (Stronge, 2002, 2007). Those six qualities included: (a) Prerequisites 
for Effective Teaching, (b) Teacher as a Person, (c) Classroom Management and 
Organization, (d) Planning and Organizing for Instruction, (e) Implementing Instruction, 
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and (f) Monitoring Student Progress and Potential. Principals rated the importance of 
each of the five qualities according to a five-point Likert-type scale: “unimportant,” “of 
little importance,” “moderately important,” “important,” or “very important.” One 
quality, “Prerequisites for Effective Teaching” was rated “unimportant” by one 
respondent; otherwise, each quality was rated either “moderately important,” 
“important,” or “very important.” Principals in this study rated “Teacher as a Person” as 
“very important” with the greatest frequency, followed by “Implementing Instruction” 
and “Planning and Organizing for Instruction.”  
Research Question 3 
 
In what order of importance do the aforementioned principals rank the 11 qualities of 
effective teachers designated by Shimabukuro’s (1993, 1998) and Stronge’s (2002, 2007) 
frameworks?  
 Seventy-three principals responded to this study; of those 73, 61 principals 
responded to this question, which asked principals to force rank the list of the combined 
11 qualities comprising the frameworks of Shimabukuro (1993, 1998) and Stronge (2002, 
2007). Principals were asked to rank the qualities by order of importance relative to being 
an effective Catholic school teacher, where 1 = “most important” and 11 = “least 
important.” A score of 5.5 would, therefore, represent the median score. The lower the 
mean score, the most important that quality was deemed to be. Sixty-one principals 
responded to this question; three answers were deleted from the data set, however, as 
three respondents did not rank using all of the 11 ranking options, instead duplicating 
numbers for multiple qualities. For the remaining 58 respondents, data were then 
calculated by mean scores and analyzed by all principals and by archdiocese. Table 41 
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indicates the means and standard deviations for the survey respondents as a group (n = 
58) and illustrates, by shading, the qualities that belong to both Shimabukuro’s (1993, 
1998) and Stronge’s (2002, 2007) frameworks.  
Table 41 
 
Principals’ Rankings of the Qualities Comprising Both Shimabukuro’s (1993, 
1998) and Stronge’s (2002, 2007) Frameworks in Ascending Order of Importance 
By Mean Score 
Quality Mean SD 
Teacher as a Person 3.67 3.13 
Teacher as Committed to Students’ Human Development 5.07 3.13 
Teacher as Community Builder 5.60 3.32 
Classroom Management and Organization 5.93 2.62 
Implementing Instruction 5.97 2.82 
Planning and Organizing for Instruction 6.02 2.62 
Teacher as Committed to Lifelong Spiritual Growth 6.24 3.55 
Teacher as Committed to Students’ Spiritual Formation 6.31 3.13 
Prerequisites for Effective Teaching 6.34 3.20 
Teacher as Committed to Lifelong Professional 
Development 7.21 2.81 
Monitoring Student Progress and Potential 8.24 2.55 
Note. n = 58 for all qualities except “Teacher as a Person,” for which n = 57. Shaded qualities represent 
qualities comprising Shimabukuro’s (1993, 1998) typology of the ideal Catholic school teacher.  
 
Of the 11 qualities comprising Shimabukuro’s (1993, 1998) and Stronge’s (2002, 
2007) frameworks, only one quality, “Teacher as a Person,” had the lowest mean score 
for all principals in this study and across all archdioceses. The qualities of the two 
frameworks were evenly distributed in the rankings; neither of the frameworks 
dominated, for example, the highest or lowest ranks. For all principals, the ranking of 
“Teacher as a Person” was followed by “Teacher as Committed to Students’ Human 
Development” and “Teacher as Community Builder.”  
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One of the qualities, “Teacher as Committed to Lifelong Spiritual Growth” had a 
mean score of 6.24 and a standard deviation score of 3.55, the largest standard deviation 
score of all the qualities. Such a score suggests a wider range of variance among 
responses; assuming a normal distribution, 66% of the scores would fall between one 
standard deviation below the mean and one standard deviation above the mean. In this 
particular case, with a mean score of 6.24 and a standard deviation of 3.55, the scores 
would have been between 2.69 and 9.79, indicating a wider range of importance. By 
comparison, the lowest-ranked quality, “Monitoring Student Progress and Potential,” had 
a mean score of 8.24 and a standard deviation of 2.55. Again assuming a normal 
distribution, 66% of the mean scores would have fallen between 5.69 and 10.79, a much 
narrower range of scores, thus indicating more agreement among respondents’ ratings. 
Mean scores and standard deviations were also computed and analyzed by archdiocese. 
Tables 42 through 45 present the data by archdiocese.  
Table 42 
 
Rankings by Principals of the Archdiocese of Boston of the Qualities Comprising 
Both Shimabukuro’s (1993, 1998) and Stronge’s (2002, 2007) Frameworks in 
Ascending Order of Importance By Mean Score (n = 12) 
Quality Mean SD 
Teacher as a Person 3.92 3.50 
Teacher as Committed to Students’ Human Development 4.92 3.48 
Teacher as Community Builder 5.08 3.40 
Teacher as Committed to Lifelong Spiritual Growth 5.42 3.45 
Implementing Instruction 5.50 2.61 
Planning and Organizing for Instruction 5.58 2.11 
Classroom Management and Organization 6.25 2.83 
Teacher as Committed to Students’ Spiritual Formation 6.42 2.88 
Monitoring Student Progress and Potential 7.33 2.71 
Prerequisites for Effective Teaching 7.42 3.66 
Teacher as Committed to Lifelong Professional 





Rankings by Principals of the Archdiocese of Chicago of the Qualities 
Comprising Both Shimabukuro’s (1993, 1998) and Stronge’s (2002, 2007) 
Frameworks in Ascending Order of Importance By Mean Score (n = 17) 
Quality Mean SD 
Teacher as a Person 4.53 3.26 
Teacher as Community Builder 4.76 3.58 
Planning and Organizing for Instruction 4.88 2.89 
Prerequisites for Effective Teaching 5.12 2.93 
Teacher as Committed to Students’ Human Development 5.18 3.26 
Implementing Instruction 5.71 2.91 
Classroom Management and Organization 5.76 2.71 
Teacher as Committed to Lifelong Professional 
Development 6.53 2.72 
Teacher as Committed to Lifelong Spiritual Growth 7.47 3.11 
Teacher as Committed to Students’ Spiritual Formation 7.53 2.90 





Rankings by Principals of the Archdiocese of Los Angeles of the Qualities 
Comprising Both Shimabukuro’s (1993, 1998) and Stronge’s (2002, 2007) 
Frameworks in Ascending Order of Importance By Mean Score (n = 18) 
Quality Mean SD 
Teacher as a Person 3.17 2.68 
Teacher as Committed to Students’ Human Development 4.50 2.62 
Teacher as Committed to Lifelong Spiritual Growth 4.78 3.51 
Teacher as Committed to Students’ Spiritual Formation 4.78 3.32 
Teacher as Community Builder 5.83 3.13 
Classroom Management and Organization 6.17 2.55 
Prerequisites for Effective Teaching 6.44 2.48 
Implementing Instruction 6.50 3.07 
Planning and Organizing for Instruction 6.94 2.46 
Teacher as Committed to Lifelong Professional 
Development 7.94 2.56 






Rankings by Principals of the Archdiocese of New York of the Qualities 
Comprising Both Shimabukuro’s (1993, 1998) and Stronge’s (2002, 2007) 
Frameworks in Ascending Order of Importance By Mean Score (n = 11) 
Quality Mean SD 
Teacher as a Person 2.80 3.26 
Classroom Management and Organization 5.45 2.62 
Teacher as Committed to Lifelong Professional 
Development 6.00 3.23 
Implementing Instruction 6.00 2.68 
Teacher as Committed to Students’ Human Development 6.00 3.49 
Planning and Organizing for Instruction 6.73 2.45 
Teacher as Committed to Students’ Spiritual Formation 6.82 2.75 
Prerequisites for Effective Teaching 6.91 3.91 
Teacher as Community Builder 7.09 3.02 
Teacher as Committed to Lifelong Spiritual Growth 7.64 3.61 
Monitoring Student Progress and Potential 7.64 2.69 
Note: n = 11 for all qualities except “Teacher as a Person,” for which n = 10. 
 
As illustrated in Tables 42-45, “Teacher as a Person” ranked highest, with the 
lowest mean score, across all four archdioceses. As was the case with the full principal 
group (n = 58), “Monitoring Student Progress and Potential” ranked lowest among 
principals in the Archdioceses of Chicago and Los Angeles and was tied for the lowest 
score, along with “Teacher as Committed to Lifelong Spiritual Growth,” in the 
Archdiocese of New York. 
The combined 11 qualities of Shimabukuro’s (1993, 1998) and Stronge’s (2002, 
2007) frameworks formed the schema by which the Catholic secondary school principals 
(N = 73) measured teacher effectiveness. In this schema, the qualities of the effective 
Catholic school teacher related to four dimensions of the teacher’s vocation: (a) faith, (b) 
profession, (c) self and others, and (d) student learning (see Figure 1). To that end, the 
researcher created four composite variables, inclusive of the 11 qualities, to represent 
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each dimension. The composite variables then allowed the researcher to analyze mean 
scores and standard deviation scores for each of the four dimensions for all of the 
principals surveyed as well as by archdiocese.  
The dimension of “Faith” includes two qualities of Shimabukuro’s (1993, 1998) 
framework, “Teacher as Committed to Lifelong Spiritual Growth” and “Teacher as 
Committed to Students’ Spiritual Formation.” The dimension of “Profession” includes 
the qualities of “Teacher as Committed to Lifelong Professional Development” 
(Shimabukuro, 1993, 1998) and “Prerequisites for Effective Teaching” (Stronge, 2002, 
2007). The dimension of “Self and Others” includes the qualities of “Teacher as 
Community Builder” (Shimabukuro, 1993, 1998) and “Teacher as a Person” (Stronge, 
2002, 2007) Finally, the dimension of “Student Learning” includes five qualities: (a) 
“Teacher as Committed to Students’ Human Development” (Shimabukuro, 1993, 1998),  
(b) “Classroom Management and Organization,” (c) “Planning and Organizing for 
Instruction,” (d) “Implementing Instruction,” and “Monitoring Student Progress and 
Potential” (Stronge, 2002, 2007). 
Table 46 presents the mean scores and standard deviations for the composite 
variables representing the four dimensions of the teacher’s vocation.  
Table 46 
 
Mean Scores and Standard Deviations for the Composite Variables 
Representing the Four Dimensions of the Teacher’s Vocation (n = 58) 
Dimension M SD 
Faith 6.28 3.04 
Profession 6.78 2.18 
Self and Others 4.63 2.12 
Student Learning 6.24 1.50 




Table 47 presents the mean scores and standard deviations for the composite 
variables representing the four dimensions of the teacher’s vocation by archdiocese.  
Table 47 
 
Mean Scores and Standard Deviations for the Composite Variables Representing the 
Four Dimensions of the Teacher’s Vocation by Archdiocese  
 Boston 
(n = 12) 
Chicago 
(n = 17) 
Los Angeles 
(n = 18) 
New York 
(n = 11) 
Dimension M SD M SD M SD M SD 
Faith 5.92 2.86 7.50 2.39 4.78 3.33 7.23 2.88 
Profession 7.79 2.12 5.82 1.87 7.19 2.04 6.45 2.49 
Self and Others 4.50 1.68 4.65 2.02 4.50 2.43 5.00 2.43 
Student Learning 5.92 1.32 6.01 1.42 6.61 1.54 6.36 1.72 
Note. n = 11 for respondents in New York for all dimensions except “Self and Others,” for which n = 10. 
 
When the qualities were analyzed through the four dimensions, the dimension 
with the lowest mean score (M = 4.63, SD = 2.12) and, thus, the dimension perceived as 
most important was “Self and Others.” “Self and Others” encompasses the two qualities 
rated most important by principals when the data were analyzed by the qualities alone, 
“Teacher as Community Builder” (Shimabukuro, 1993, 1998) and “Teacher as a Person” 
(Stronge, 2002, 2007). Of the four dimensions, “Faith” rated third in relative importance, 
with a mean score of 6.28 and a standard deviation of 3.04, the highest of all the standard 
deviations. Such a score suggests that there was a greater variance among principals’ 
responses with regard to the relative importance of the qualities comprising the 
dimension of “Faith.” Assuming a normal distribution, 66% of scores would have fallen 
between 3.24 and 9.32; by comparison, the dimension with the lowest standard deviation, 
that of “Student Learning,” had a mean score of 6.24 and a standard deviation score of 
1.50; in this case, 66% of mean scores would have fallen between 4.74 and 7.74, a 
narrower range.  
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Summary of Results: Research Question 3 
 
 In addition to being asked to rate the importance of each quality of both 
Shimabukuro’s (1993, 1998) and Stronge’s (2002, 2007) frameworks, the principals 
surveyed in this study (N = 73) were also asked to force rank the list of the combined 11 
qualities. Principals were asked to rank the qualities by order of importance relative to 
being an effective Catholic school teacher, where 1 = most important and 11 = least 
important. The lower the mean score, the more important that quality was deemed to be. 
Of the 11 qualities, “Teacher as a Person” (Stronge, 2002, 2007) had the lowest mean 
score for all principals in this study, followed by “Teacher as Committed to Students’ 
Human Development” (Shimabukuro, 1993, 1998)  and “Teacher as Community Builder” 
(Shimabukuro, 1993, 1998). When the qualities were collapsed and analyzed by the 
composite variables of (a) faith, (b) profession, (c) self and others, and (d) student 
learning, the dimension of “Self and Others” had the lowest mean score and, therefore, 
the most relative importance to the respondents. The dimension of “Self and Others” 
encompasses the qualities of each framework rated most important by principals, 
“Teacher as Community Builder” (Shimabukuro, 1993, 1998) and “Teacher as a Person” 
(Stronge, 2002, 2007). Just as it rated highest, with the lowest mean score, among all 
principals, the dimension of “Self and Others” also had the lowest mean score across all 
but one demographic variable; principals with more than 20 years of experience as 
principals in Catholic schools rated “Self and Others” second to the dimension of “Faith.”  
Research Question 4 
 
What additional qualities of effective teachers do the aforementioned principals perceive 
as essential for Catholic secondary school teachers? 
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 The first 13 survey questions offered the opportunity for principals to rate and 
rank the qualities comprising two frameworks related to the qualities of effective teachers 
(see Tables 1 and 2). The first framework included the five qualities forming the typology 
of the ideal Catholic school teacher (Shimabukuro, 1993, 1998). The second framework 
included the six qualities of effective teachers (Stronge, 2002, 2007). Question 14 was an 
open-ended question that invited principals (N = 73) to offer any additional qualities not 
included in either framework that they perceived to be important to teacher effectiveness 
in Catholic secondary schools. Thirty-seven principals responded to this question, adding 
more than 70 additional qualities. The researcher analyzed the responses, citing 
frequencies of responses and codifying responses into themes, of which several emerged. 
The researcher then aligned each of the themes with one of the four corresponding 
dimensions of the teacher’s vocation: (a) faith, (b) profession, (c) self and others, and (d) 
student learning. Table 48 identifies the emergent themes, frequencies of response, and 
dimension of the teacher’s vocation to which the theme best corresponds.  
Table 48 
 
Emergent Themes Relative to Additional Qualities Principals Perceive as Important to 
Being Effective Catholic Secondary School Teachers  
Theme Frequency Dimension 
Relationships 16 Self and Others 
Collaboration with colleagues (7)   
Collaboration with parents (4)   
Collaboration with administration (3)   
Collaboration with community (2)   
Miscellaneous personal qualities 12 Self and Others 
Flexibility 5 Self and Others 
Care, empathy, kindness 4 Self and Others 
Catholicity 4 Faith 
Role model and leading by example 4 Self and Others 
Vocation-focus and mission-driven 4 Self and Others 
Teacher’s place within school community 3 Self and Others 
Open to growth and professional development 3 Profession 
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Table 48 (continued)   
Theme Frequency Dimension 
Sense of humor 3 Self and Others 
Communication skills 2 Self and Others 
Passion and enthusiasm 2 Self and Others 
Relationships with students 2 Self and Others 
Ability to use technology 1 Student Learning 
Committed to students’ academic success 1 Student Learning 
Discipline with dignity 1 Self and Others 
 
 Sixteen responses initially fell into a broad category that the researcher labeled 
“relationships.” However, further analysis allowed for those themes to be codified further 
as collaboration or relationships with various groups within the school community, 
namely, administration, colleagues, parents, students, and community members. 
Respondents also offered several personal qualities, which the researcher collapsed into 
“miscellaneous personal qualities.” Those qualities included, among others: (a) grit, (b) 
ability to multitask, (c) mentally healthy, (d) work ethic, (e) humility, (f) being a good 
listener, and (g) a positive attitude. Four responses related to a teacher’s Catholic faith 
and included such responses as “faithful and practicing Catholic,” “Catholic school 
teachers must be able to incorporate the Gospel values in all lessons,” “A good Catholic 
school teach [sic] must see God in all our students,” and “A good Catholic School teacher 
should be able to defend the church’s teaching and take every opportunity to include it in 
one’s teaching.”  
A few respondents used the open-ended format to offer additional input, 
including, “I think you’ve got them covered! I probably would not much distinguish 
spiritual formation from human development, the one being part of the other—from an 
integrated point of view!” and “I think you covered the most important factors.” One 
principal wrote that the research and questions “follow and remind me of our Marianist 
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charism.” Two principals used the space to provide their thoughts regarding having to 
rank the qualities; one wrote, “You need to see these as a unit and depending on the 
person, put together a composite,” while another wrote that “ranking the 11 qualities 
listed above was hard. They are all important.”  
 One principal’s response underscores what Shimabukuro (1993, 1998) referred to 
as “Teacher as Community Builder” and what Stronge (2002, 2007) called “Teacher as a 
Person,” those two qualities combining to form the “Self and Others” dimension of the 
teacher’s vocation. The principal wrote: 
I think that we lead by example—by being an effective teacher who respects 
students. We are there to help them do their best so that they can feel what it is 
like to be successful. It is all about them, and when it is all about them, then we 
are truly exemplifying what Jesus has called us to do. I do not think it is our role 
to proselytize. These are high school students who see right through that. They 
want authenticity. If it come our [sic] organically through a lesson, then fine. 
They want us to teach them and believe me, they are watching everything we do. 
They watch how we treat other students; they watch how we treat each other; they 
watch how administration and faculty work together; they watch how we treat 
parents. This is how we witness to students.  
 
Summary of Results: Research Question 4 
 
In addition to rating and ranking the qualities comprising the typology of the ideal 
Catholic school teacher (Shimabukuro, 1993, 1998) and the qualities of effective teachers 
(Stronge, 2002, 2007), principals (N = 73) were provided the opportunity to offer any 
additional qualities not included in either framework that they perceived to be important 
to teacher effectiveness in Catholic secondary schools. The researcher analyzed the 
responses, citing frequencies of responses and codifying those into themes, of which 
several emerged. The largest group of responses related to teachers’ relationships with 
the various constituencies comprising a school community, namely, administration, 
colleagues, parents, students, and community members. The second theme to have 
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emerged from the principals’ responses related to personal qualities principals believed 
were essential among teachers. These open-ended responses were then matched 
according to the dimension of the teacher’s vocation to which the theme best 
corresponded; overwhelmingly, the additional qualities offered by the principals fell into 
the dimension of “Self and Others.”  
Research Question 5 
 
What practices do the aforementioned principals employ within their schools to foster the 
qualities of effective Catholic secondary school teachers? 
 Survey question 15 invited principals to offer their thoughts regarding practices 
they employ in their schools to foster the qualities of effective Catholic secondary school 
teachers. This question was an open-ended question; 44 principals responded, offering 
more than 120 practices. The researcher analyzed the responses, citing frequencies of 
responses and codifying those into themes, of which several emerged. From the more 
than 120 practices, nine common themes emerged, with the greatest of these being 
professional sharing among faculty members, as shown in Table 49. 
Table 49 
 
Emergent Themes Relative to the Practices Principals Employ Within Their Schools to 
Foster the Qualities of Effective Catholic Secondary School Teachers  
Theme Frequency 
Faculty sharing (formal or informal) 27 
Professional development (in-service, speakers, workshops, articles) 26 
Mentoring or coaching 20 
Faith-based professional development 14 
Classroom or teacher observations 10 
Principals’ personal practices 8 
Building community through involving, rewarding, encouraging, or 
empowering teachers 6 
Mission-based discussions 5 
Evaluations (by self or others) 4 
Providing freedom or autonomy 2 
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Twenty-seven responses related to some variation of peer-to-peer sharing, 
whether through informal inquiry groups, faculty discussions, or more formal faculty 
meetings. The second most frequently employed practice (n = 26) related to offering or 
supporting some form of professional development including in-service days, on-site or 
off-site workshops, hosting speakers, or disseminating professional readings. Twenty 
responses related to mentoring and coaching teachers, with seven of those responses 
specific to supporting new teachers. Fourteen responses related to faith-specific 
professional development, while five responses noted discussions and sharing that were 
specific to their schools’ mission or charism. Ten responses related to teacher 
observations, conducted by administrators, department chairs, or both. Eight responses 
related to principals’ personal practices, such as positive notes, prayer, support, 
mindfulness, and compassion; six responses noted principals’ efforts to reward, 
empower, build community, and involve teachers in the school community. Two 
principals noted teachers’ freedom or autonomy as a practice; one wrote, “Catholic 
school teachers are free to teach, to challenge to ask why. We educate the student not the 
mass.” Another wrote, “Freedom to develop their style of teaching as long as it is 
student-centered.”  
Summary of Results: Research Question 5 
 
 The principals who responded to this question (n = 44) offered more than 120 
responses relative to the practices they employ in their schools to foster the qualities of 
effective Catholic secondary school teachers. Nearly one-quarter of those responses 
related to some form of faculty sharing, whether through informal discussions or inquiry 
groups or formal department meetings, faculty meetings, or professional learning 
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communities. Faculty-to-faculty sharing only slightly edged out all other forms of 
professional development, which included workshops, in-service days, professional 
readings, or speakers. Twenty responses related to mentoring or coaching teachers, with 
seven responses indicating efforts focused on new teachers. Fourteen responses related to 
specific, faith-based efforts, and five responses related to mission- or charism-based 
discussions or practices. Overwhelmingly, principals’ responses pointed to efforts that 
were collaborative, growth-focused, and based within the school community, with few, if 
any, specific mentions of externally-driven professional development efforts.  
 
Research Question 6 
 
How do the aforementioned principals rank the prescribed list of practices designed to 
foster teacher effectiveness relative to the order of benefit to Catholic secondary school 
teachers?  
 The principals surveyed were presented with a list of 10 practices designed to 
foster teacher effectiveness and were asked to rank those practices relative to their 
perception of the order of benefit to Catholic secondary school teachers, where 1 = most 
beneficial and 10 = least beneficial. The lower the mean score, the more beneficial 
principals perceived the practice to be. Sixty principals answered this question. However, 
14 responses were deleted from the data set, as respondents did not rank using all of the 
10 ranking options, instead duplicating numbers for multiple practices. For the remaining 
46 respondents, data were then calculated by mean scores and analyzed by all of the 
principals who responded and then respondents by archdiocese. Table 50 shows the mean 
scores and standard deviation scores for each of the 10 practices as ranked by all 





Mean Scores and Standard Deviations in Ascending Order for the Practices Designed to 
Foster Effectiveness Among Catholic Secondary School Teachers by All Respondents  
(n =46) 
Practice  M SD 
Integrating the qualities of the ideal Catholic school teacher (Shimabukuro, 
1993, 1998) into teacher hiring protocols 3.85 3.12 
Integrating the qualities of effective teachers (Stronge, 2002, 2007) into 
teacher hiring protocols 4.33 2.73 
Providing on-site professional development opportunities (e.g., professional 
learning communities, workshops, presentations, faculty discussions) that 
focus on promoting the qualities of the ideal Catholic school teacher 
5.00 2.73 
Providing on-site professional development opportunities (e.g., professional 
learning communities, workshops, presentations, faculty discussions) that 
focus on promoting the qualities of effective teachers 
5.04 2.65 
Supporting a mentoring program that matches new teachers with those who 
demonstrate the qualities of the ideal Catholic school teacher 5.37 2.44 
Supporting a mentoring program that matches new teachers with those who 
demonstrate the qualities of effective teachers 5.46 2.50 
Integrating the qualities of the ideal Catholic school teacher into teacher 
evaluation practices 5.52 2.59 
Integrating the qualities of effective teachers into teacher evaluation practices 5.87 2.94 
Supporting off-site professional development opportunities (e.g., conferences, 
presentations, coursework) that focus on promoting the qualities of the ideal 
Catholic school teacher 
7.43 2.27 
Supporting off-site professional development opportunities (e.g., conferences, 




 Of the 10 practices, the principals (n = 46) rated highest, with the lowest mean 
scores, the practices of integrating the qualities of the two frameworks into hiring 
protocols. Principals rated integrating the qualities of the ideal Catholic school teacher 
(Shimabukuro, 1993, 1998) higher (M = 3.85, SD = 3.12) than integrating Stronge’s 
(2002, 2007) qualities of effective teachers (M = 4.33, SD = 2.73) into hiring protocols. 
Providing on-site professional development opportunities ranked next, with professional 
development opportunities related to the qualities of the ideal Catholic school teacher 
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ranking slightly higher than professional development opportunities related to the 
qualities of effective teachers. Ranked lowest were supporting off-site professional 
development opportunities focused on both sets of qualities.  
Tables 51-54 present the mean scores and standard deviations for the practices 
designed to foster effectiveness among Catholic secondary school teachers by principals 
in the archdioceses of (a) Boston, (b) Chicago, (c) Los Angeles, and (d) New York.  
Table 51 
 
Mean Scores and Standard Deviations in Ascending Order for the Practices Designed to 
Foster Effectiveness Among Catholic Secondary School Teachers by Principals in the 
Archdiocese of Boston (n = 10) 
Practice M SD 
Supporting a mentoring program that matches new teachers with those who 
demonstrate the qualities of effective teachers (Stronge, 2002, 2007) 
4.20 2.70 
Integrating the qualities of the ideal Catholic school teacher (Shimabukuro, 1993, 
1998) into teacher hiring protocols 
4.20 2.90 
Integrating the qualities of effective teachers (Stronge, 2002, 2007) into teacher 
evaluation practices 
4.30 3.09 
Integrating the qualities of the ideal Catholic school teacher (Shimabukuro, 1993, 
1998) into teacher evaluation practices 
4.40 2.37 
Integrating the qualities of effective teachers (Stronge, 2002, 2007) into teacher 
hiring protocols 
4.70 2.67 
Supporting a mentoring program that matches new teachers with those who 
demonstrate the qualities of the ideal Catholic school teacher (Shimabukuro, 1993, 
1998) 
5.20 2.86 
Providing on-site professional development opportunities (e.g., professional 
learning communities, workshops, presentations, faculty discussions) that focus on 
promoting the qualities of the ideal Catholic school teacher (Shimabukuro, 1993, 
1998) 
5.70 2.26 
Providing on-site professional development opportunities (e.g., professional 
learning communities, workshops, presentations, faculty discussions) that focus on 
promoting the qualities of effective teachers (Stronge, 2002, 2007) 
5.80 2.49 
Supporting off-site professional development opportunities (e.g., conferences, 
presentations, coursework) that focus on promoting the qualities of the ideal 
Catholic school teacher (Shimabukuro, 1993, 1998) 
7.50 2.46 
Supporting off-site professional development opportunities (e.g., conferences, 
presentations, coursework) that focus on promoting the qualities of effective 







Mean Scores and Standard Deviations in Ascending Order for the Practices Designed to 
Foster Effectiveness Among Catholic Secondary School Teachers by Principals in the 
Archdiocese of Chicago (n = 13) 
Practice M SD 
Providing on-site professional development opportunities (e.g., 
professional learning communities, workshops, presentations, faculty 
discussions) that focus on promoting the qualities of effective teachers 
(Stronge, 2002, 2007) 
3.85 2.44 
 
Integrating the qualities of the ideal Catholic school teacher 
(Shimabukuro, 1993, 1998) into teacher hiring protocols 
4.31 3.71 
 
Providing on-site professional development opportunities (e.g., 
professional learning communities, workshops, presentations, faculty 
discussions) that focus on promoting the qualities of the ideal Catholic 
school teacher (Shimabukuro, 1993, 1998) 
4.38 3.18 
 
Integrating the qualities of effective teachers (Stronge, 2002, 2007) into 
teacher hiring protocols 
4.54 3.26 
 
Integrating the qualities of effective teachers (Stronge, 2002, 2007) into 
teacher evaluation practices 
5.23 2.56 
 
Integrating the qualities of the ideal Catholic school teacher 
(Shimabukuro, 1993, 1998) into teacher evaluation practices 
5.54 2.54 
 
Supporting a mentoring program that matches new teachers with those 
who demonstrate the qualities of effective teachers (Stronge, 2002, 2007) 
6.23 1.96 
 
Supporting a mentoring program that matches new teachers with those 
who demonstrate the qualities of the ideal Catholic school teacher 
(Shimabukuro, 1993, 1998) 
6.54 1.90 
 
Supporting off-site professional development opportunities (e.g., 
conferences, presentations, coursework) that focus on promoting the 
qualities of the ideal Catholic school teacher (Shimabukuro, 1993, 1998) 
6.85 2.54 
 
Supporting off-site professional development opportunities (e.g., 
conferences, presentations, coursework) that focus on promoting the 








Mean Scores and Standard Deviations in Ascending Order for the Practices Designed to 
Foster Effectiveness Among Catholic Secondary School Teachers by Principals in the 
Archdiocese of Los Angeles (n = 15) 
Practice M SD 
Integrating the qualities of the ideal Catholic school teacher 
(Shimabukuro, 1993, 1998) into teacher hiring protocols 2.80 2.83 
 
Providing on-site professional development opportunities (e.g., 
professional learning communities, workshops, presentations, faculty 
discussions) that focus on promoting the qualities of the ideal Catholic 
school teacher (Shimabukuro, 1993, 1998) 
3.87 2.03 
 
Integrating the qualities of effective teachers (Stronge, 2002, 2007) into 
teacher hiring protocols 
4.07 2.52 
 
Supporting a mentoring program that matches new teachers with those 
who demonstrate the qualities of the ideal Catholic school teacher 
(Shimabukuro, 1993, 1998) 
4.87 2.36 
 
Integrating the qualities of the ideal Catholic school teacher 
(Shimabukuro, 1993, 1998) into teacher evaluation practices 
5.07 2.46 
 
Providing on-site professional development opportunities (e.g., 
professional learning communities, workshops, presentations, faculty 
discussions) that focus on promoting the qualities of effective teachers 
(Stronge, 2002, 2007) 
5.47 2.67 
 
Supporting a mentoring program that matches new teachers with those 
who demonstrate the qualities of effective teachers (Stronge, 2002, 2007) 
6.47 2.23 
 
Supporting off-site professional development opportunities (e.g., 
conferences, presentations, coursework) that focus on promoting the 
qualities of the ideal Catholic school teacher (Shimabukuro, 1993, 1998) 
7.33 2.26 
 
Integrating the qualities of effective teachers into teacher evaluation 
practices (Stronge, 2002, 2007) 
7.47 2.72 
 
Supporting off-site professional development opportunities (e.g., 
conferences, presentations, coursework) that focus on promoting the 








Mean Scores and Standard Deviations in Ascending Order for the Practices Designed to 
Foster Effectiveness Among Catholic Secondary School Teachers by Principals in the 
Archdiocese of New York (n = 8) 
Practice M SD 
Supporting a mentoring program that matches new teachers with those 
who demonstrate the qualities of effective teachers (Stronge, 2002, 2007) 3.88 2.36 
 
Integrating the qualities of effective teachers (Stronge, 2002, 2007) into 
teacher hiring protocols 
4.00 2.73 
 
Integrating the qualities of the ideal Catholic school teacher 
(Shimabukuro, 1993, 1998) into teacher hiring protocols 
4.63 2.93 
 
Supporting a mentoring program that matches new teachers with those 
who demonstrate the qualities of the ideal Catholic school teacher 
(Shimabukuro, 1993, 1998) 
4.63 2.62 
 
Providing on-site professional development opportunities (e.g., 
professional learning communities, workshops, presentations, faculty 
discussions) that focus on promoting the qualities of effective teachers 
(Stronge, 2002, 2007) 
5.25 2.96 
 
Integrating the qualities of effective teachers (Stronge, 2002, 2007) into 
teacher evaluation practices 
5.88 2.75 
 
Supporting off-site professional development opportunities (e.g., 
conferences, presentations, coursework) that focus on promoting the 
qualities of effective teachers (Stronge, 2002, 2007) 
7.13 2.80 
 
Providing on-site professional development opportunities (e.g., 
professional learning communities, workshops, presentations, faculty 
discussions) that focus on promoting the qualities of the ideal Catholic 
school teacher (Shimabukuro, 1993, 1998) 
7.25 2.71 
 
Integrating the qualities of the ideal Catholic school teacher 
(Shimabukuro, 1993, 1998) into teacher evaluation practices 
7.75 2.19 
 
Supporting off-site professional development opportunities (e.g., 
conferences, presentations, coursework) that focus on promoting the 




Principals in the four archdioceses were varied in their rankings of the practices 
designed to foster effectiveness among Catholic secondary school teachers. The practices 
that were most frequently ranked highest were those related to integrating the qualities of 
the ideal Catholic school teacher (Shimabukuro, 1993, 1998) and the qualities of effective 
teachers (Stronge, 2002, 2007) into teacher hiring protocols. The principals were largely 
consistent in the practices they ranked lowest among the ten. Principals in every 
archdiocese ranked off-site professional development opportunities lowest.  
 
Summary of Results: Research Question 6 
 
Presented with a prescribed list of practices designed to foster teacher 
effectiveness relative to the order of benefit to Catholic secondary schools, principals 
rated as most important integrating the qualities of the ideal Catholic school teacher 
(Shimabukuro, 1993, 1998) and the qualities of effective teachers (Stronge, 2002, 2007) 
into hiring protocols. Rated least important by the principals were providing off-site 
professional development opportunities related to the qualities of the ideal Catholic 
school teacher and the qualities of effective teachers.  
Additional Findings 
 
In addition to analyzing the data by all principals (N = 73) and principals by 
archdiocese, data were also analyzed relative to two sets of demographic variables. The 
first set related to the school traits of (a) governance, (b) school type, and (c) enrollment, 
whereas the second set related to specific traits of principals: (a) gender, (b) age, and (c) 
years of experience. The data was also analyzed regarding the four dimensions of the 
teacher’s vocation: (a) faith, (b) profession, (c) self and others, and (d) student learning 
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(see Figure 1). Calculations and tables of these analyses are presented in Appendix H. 
(Tables H1 through H24). Notable additional findings are as follows: 
“Teacher as Community Builder” (Shimabukuro, 1993, 1998) was rated “very 
important” most frequently by principals of (a) archdiocesan schools, (b) co-ed schools, 
(c) all-boys’ schools, (d) schools of fewer than 250 students, (e) schools with 501-750 
students, (f) schools with more than 751 students. Additionally, male principals, 
principals aged 40-49, aged 50-59, and principals with 6-10 years of experience as 
principal all rated “Teacher as Community Builder” as “very important” most frequently. 
In three cases, “Teacher as Community Builder” was tied with other qualities for the 
greatest number of ratings as “very important” by principals of non-archdiocesan schools, 
principals with 1-5 and 11-20 years of experience as principals in Catholic schools. In 
seven instances, “Teacher as Community Builder” received the second highest number of 
“very important” ratings. Principals of all-girls’ schools rated two other qualities most 
frequently, “Teacher as Committed to Lifelong Professional Development” and “Teacher 
as Committed to Students’ Human Development.” Female principals, principals aged 60 
and over, and principals of schools with enrollments between 250 and 500 students and 
female principals all rated “Teacher as Committed to Students’ Human Development” as 
“very important” with the greatest frequency. Principals under 40 rated “Teacher as 
Committed to Lifelong Professional Development” as “very important” with the greatest 
frequency, while principals over 70 rated “Teacher as Committed to Lifelong Spiritual 
Growth” and “Teacher as Committed to Lifelong Professional Development” as “very 
important” with the greatest frequency. Finally, principals with more than 20 years of 
experience as principals rated “Teacher as Committed to Lifelong Spiritual Growth” as 
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“very important” with the greatest frequency. Similarly, “Teacher as a Person” (Stronge, 
2002, 2007) received either the most ratings of “very important” or was tied for the most 
ratings of “very important” across every demographic variable but one: gender. Male 
principals rated “Classroom Management and Organization” as “very important” with the 
greatest frequency.  
When the qualities of each framework were combined into the composite 
variables representing the four dimensions of the teacher’s vocation, (a) faith, (b) 
profession, (c) self and others, and (d) student learning (see Figure 1), the dimension of 
“Self and Others” was considered the most important by principals across all but one 
demographic variables. Principals with more than 20 years of experience perceived 
“Faith” as the most important, as indicated by the lowest mean score. Additionally, as 
principals’ experience increased, so did the perceived importance of the “Faith” 
dimension. Also of note, when the composite variables were analyzed by demographic 
variables, the dimension of “Faith” had the highest standard deviation scores, indicating 
greater variance among principals’ responses.  
Principals’ rankings of practices designed to foster effectiveness among Catholic 
secondary school teachers showed perhaps the most variation when responses were 
analyzed by demographic variables. However, principals were largely consistent in 
ranking the integration of the qualities of Shimabukuro’s (1993, 1998) and Stronge’s 
(2002, 2007) frameworks into teacher hiring protocols as the most beneficial to fostering 
teacher effectiveness. Principals were similarly consistent in their rankings of off-site 






CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 
 
Summary of the Study 
 
The success of Catholic schools is largely dependent on the effectiveness of its 
teachers (CCE, 1977, 1982; Cook, 2002; Ozar & Weitzel-O’Neill, 2012; Second Vatican 
Council, 1965). While teacher effectiveness in general has been correlated with various 
aspects of school life such as student learning and achievement (Danielson, 2006; 
Darling-Hammond, 2000; Stronge, 2010; Stronge & Hindman, 2005), teacher leadership 
(Danielson, 2006; Katzenmeyer & Moyer, 2009; Murphy, 2005), and school 
effectiveness (Marzano, 2010), there is little consensus of what constitutes effective 
teaching (Lewis et al., 1999; Stronge, 2007). To gain understanding of the construct of 
teacher effectiveness, Stronge (2002, 2007) conducted a meta-review and synthesis of 
more than 300 studies related to effective teaching and developed a framework of the 
qualities of effective teachers. Additionally, in the realm of Catholic education, the 
construct of teacher effectiveness in Catholic schools draws upon the work of 
Shimabukuro (1993, 1998). Through a content analysis of Roman and American Church 
documents, Shimabukuro developed a typology of the ideal Catholic school teacher. 
Stronge’s and Shimabukuro’s frameworks provide teachers and administrators with a 
basis for understanding and measuring the qualities of effective teachers (see Table 1).  
A review of the Catholic school literature has revealed that while Catholic school 
teachers are historically recognized as essential to the realization of the mission of 
Catholic schools (CCE, 1977, 1982; Cook, 2002; Ozar & Weitzel-O’Neill, 2012; Second 
Vatican Council, 1965), there has been no current research that has investigated the 
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specific qualities that are essential to this task. Consequently, this study investigated the 
qualities of effective teachers through the lens of secondary school administrators 
because by their role or position, they are responsible for all aspects of a Catholic 
school’s mission and purpose (Ciriello, 1998; Cook & Durow, 2008; NCCB, 1979).  
Seventy-three Catholic secondary schools principals participated in this study, 
representing four archdioceses: Boston (n = 31), Chicago (n = 37), Los Angeles (n = 51), 
and New York (n = 47). The respondents were inclusive of both male and female, vowed 
religious and lay Catholic secondary school administrators, who served as principals in 
the 2014-2015 academic year. The administrators in this study represented a range in 
years of experience in both Catholic and non-Catholic teaching and administration, in 
levels of educational training, and in certification and licensing credentials. The Catholic 
secondary school principals of the aforementioned archdioceses were selected as the 
population for this study because they led the secondary schools of four archdioceses 
with the greatest number of Catholic secondary schools. In addition, they were chosen 
due to their critical and fundamental role relative to the hiring, supporting, and releasing 
(if necessary) of teachers who serve in their respective schools.  
The researcher created an online survey instrument utilizing SurveyMonkey® 
(see Appendix A). The survey questionnaire was descriptive, cross-sectional, and time-
bound in design. It utilized and adapted, with permission (see Appendix B), 
Shimabukuro’s (1993, 1998) typology of the qualities of the ideal Catholic school teacher 
and Stronge’s (2002, 2007) qualities of the effective teacher. The researcher combined 
both frameworks to serve as the conceptual framework of this study and categorized their 
combined qualities into four dimensions of the Catholic secondary school teacher’s 
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vocation: (a) faith, (b) profession, (c) self and others, and (d) student learning (see Figure 
1).  
The researcher-created online survey instrument (see Appendix A) consisted of 32 
total items and included an introduction page and four sections. The first two sections 
related to Shimabukuro’s (1993, 1998) five qualities of the ideal Catholic school teacher 
and to Stronge’s (2002, 2007) six qualities of effective teachers. The items in these two 
sections asked respondents to rate the importance of each of the qualities using a five-
point Likert-type scale: “unimportant,” “of little importance,” “moderately important,” 
“important,” and “very important.”  
The third section of the survey invited respondents to share additional perceptions 
related to the qualities of effective teachers. Respondents were asked to force rank by 
order of importance the combined 11 qualities of effective teachers outlined by both 
Shimabukuro’s (1993, 1998) and Stronge’s (2002, 2007) frameworks. Respondents were 
invited to list any additional quality(ies) of effective Catholic secondary school teachers 
that they perceived to be important and not reflected in either Shimabukuro’s or 
Stronge’s framework. This section also asked respondents to identify practices they used 
within their schools to develop or facilitate the qualities of effective teachers. The final 
item was a force-ranked inquiry that sought to discover the principals’ perspectives 
regarding a list of 10 prescribed practices that served to foster the qualities of effective 
Catholic school teachers. The principals were asked to rank the list of practices in order 
of benefit to Catholic secondary school teachers.  
The final section of the instrument included 20 demographic items. Respondents 
were asked to indicate their age, years of work experience, gender, religious affiliation, 
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vocation (lay or vowed religious), level of education, institution of study, and 
certifications. Demographic items relative to the respondents’ schools were also included. 
These items concerned their schools’ enrollment, setting, school type, grade level, 
governance, and tuition rate.  
 This study investigated six questions. They were as follows: 
 
1. To what degree of importance do Catholic secondary school principals of 
the Archdioceses of Boston, Chicago, Los Angeles, and New York rate 
Shimabukuro’s (1993, 1998) five qualities of the ideal Catholic school 
teacher: (a) teacher as community builder, (b) teacher as committed to 
lifelong spiritual growth, (c) teacher as committed to lifelong professional 
development, (d) teacher as committed to students’ spiritual formation, 
and (e) teacher as committed to students’ human development? 
2. To what degree of importance do the aforementioned principals rate 
Stronge’s (2002, 2007) six qualities of effective teachers: (a) prerequisites 
for effective teaching, (b) teacher as a person, (c) classroom management 
and organization, (d) planning and organizing for instruction, (e) 
implementing instruction, and (f) monitoring student progress and 
potential? 
3. In what order of importance do the aforementioned principals rank the 11 
qualities of effective teachers designated by Shimabukuro’s (1993, 1998) 
and Stronge’s (2002, 2007) frameworks?  
4. What additional qualities of effective teachers do the aforementioned 
principals perceive as essential for Catholic secondary school teachers? 
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5. What practices do the aforementioned principals employ within their 
schools to foster the qualities of effective Catholic secondary school 
teachers? 
6. How do the aforementioned principals rank the prescribed list of practices 
designed to foster teacher effectiveness relative to the order of benefit to 
Catholic secondary school teachers? 
The findings of these six research questions are summarized below.  
Research Question 1 
 
This study asked principals (N = 73) to rate, by degree of importance, the five 
qualities comprising the typology of the ideal Catholic school teacher (Shimabukuro, 
1993, 1998). Those five qualities included: (a) Teacher as Community Builder, (b) 
Teacher as Committed to Lifelong Spiritual Growth, (c) Teacher as Committed to 
Lifelong Professional Development, (d) Teacher as Committed to Students’ Spiritual 
Formation, and (e) Teacher as Committed to Students’ Human Development. Principals 
rated the importance of each of the five qualities according to a five-point Likert-type 
scale, rating each quality “unimportant,” “of little importance,” “moderately important,” 
“important,” and “very important.” The principals in this study rated all of the qualities at 
least “moderately important”; no quality was rated “of little importance” or 
“unimportant.” 
Shimabukuro’s five qualities were all considered to be at least “important” but 
with different frequencies. From highest to lowest, the combined ratings of “important” 
and “very important” afforded to each quality were as follows: 
1. Teacher as Community Builder (N = 73; 100%) 
2. Teacher as Committed to Lifelong Professional Development (n = 72; 99%) 
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3. Teacher as Committed to Students’ Human Development (n = 72; 99%) 
4. Teacher as Committed to Students’ Spiritual Formation (n = 65; 89%). 
5. Teacher as Committed to Lifelong Spiritual Growth (n = 63; 86%) 
Shimabukuro (1994) identified the “Teacher as Community Builder” as the 
“pervasive characteristic” (p. 23) to have emerged from her 1993 content analysis of 
Roman and American Church documents (1965-1990) regarding the qualities of the ideal 
Catholic school teacher. She noted that the theme of teacher as community builder 
“embraced the other four qualities” (p. 23). Data from the principals surveyed in this 
study supports that finding, in that “Teacher as Community Builder” was most frequently 
rated as “most important” relative to the other four qualities.  
Principals’ responses are aligned, too, with the Church’s exhortation for Catholic 
educators to be “persons-in-community” (NCCB, 1972, ¶13) and affirm the Church’s 
teachings on school as community and teacher as community builder (CCE, 1977, 1982; 
1988, 1997, 2007, 2014; Miller, 2006; Pius XI, 1929; Second Vatican Council, 1965). 
These findings also support the research of experts in both Catholic and secular education 
(Barth, 2004, 2006; Buetow, 1988; Byrk, Lee, and Holland, 1993; Cook and Simonds, 
2011; Groome, 1998; Ozar and Weitzel-O’Neil, 2012; Palmer, 1998, 2007; Senge, 1990, 
2000; Sergiovanni, 1994) who have reiterated this idea, asserting that the teacher is called 
upon to create community and that the school is, first and foremost, a place of 
community. 
Research Question 2 
 
This study asked principals (N = 73) to rate, by degree of importance, the six 
qualities of effective teachers (Stronge, 2002, 2007). Those six qualities included: (a) 
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Prerequisites for Effective Teaching, (b) Teacher as a Person, (c) Classroom Management 
and Organization, (d) Planning and Organizing for Instruction, (e) Implementing 
Instruction, and (f) Monitoring Student Progress and Potential. Principals rated the 
importance of each of the five qualities according to a five-point Likert-type scale: 
“unimportant,” “of little importance,” “moderately important,” “important,” and “very 
important.”  
With the exception of “Prerequisites for Effective Teaching,” all of the qualities 
were rated at least “moderately important.” Stronge’s (2002, 2007) six qualities were all 
considered to be at least “important” but with different frequencies. From highest to 
lowest, the combined ratings of “important” and “very important” afforded to each 
quality were as follows: 
1. Teacher as a Person (N = 73; 100%) 
2. Planning and Organizing for Instruction (N = 73; 100%) 
3. Implementing Instruction (N = 73; 100%) 
4. Monitoring Student Progress and Potential (N = 73; 100%) 
5. Classroom Management and Organization (n = 70; 96%) 
6. Prerequisites for Effective Teaching (n = 66; 90%) 
Stronge’s (2002, 2007) research on the qualities of effective teachers came from 
his extensive meta-analysis of studies related to teacher effectiveness; the framework 
includes six broad qualities and corresponding characteristics; however, no single quality 
is positioned as “more important” than another. The respondents in this study affirm this 




Research Question 3 
 
In addition to being asked to rate the importance of each quality of both 
Shimabukuro’s (1993, 1998) and Stronge’s (2002, 2007) frameworks, the principals 
surveyed in this study (N =73) were also asked to force rank the list of the combined 11 
qualities. Principals were asked to rank the qualities by order of importance relative to 
being an effective Catholic secondary school teacher, where 1 = most important and 11 = 
least important. The lower the mean score, the more important that quality was deemed to 
be. Of the 11 qualities, “Teacher as a Person,” had the lowest mean score for all 
principals in this study (M = 3.67, SD = 3.13), followed by “Teacher as Committed to 
Students’ Human Development” (M = 5.07, SD = 3.13) and “Teacher as Community 
Builder” (M = 5.60, SD = 3.32).  
The combined 11 qualities of Shimabukuro’s (1993, 1998) and Stronge’s (2002, 
2007) frameworks formed the schema by which the Catholic secondary school principals 
(N = 73) measured teacher effectiveness. In this schema, the qualities of the effective 
Catholic school teacher related to four dimensions of the teacher’s vocation: (a) faith, (b) 
profession, (c) self and others, and (d) student learning (see Figure 1). To that end, the 
researcher created four composite variables, inclusive of the 11 qualities, to represent 
each dimension. The composite variables then allowed the researcher to analyze mean 
scores and standard deviation scores for each of the four dimensions for all of the 
principals surveyed as well as by archdiocese.  
When the qualities were collapsed and analyzed by the composite variables of (a) 
faith, (b) profession, (c) self and others, and (d) student learning, the dimension of “Self 
and Others” had the lowest mean score and, therefore, the most relative importance. The 
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dimension of “Self and Others” encompasses the qualities of each framework rated most 
important by principals, “Teacher as Community Builder” (Shimabukuro, 1993, 1998) 
and “Teacher as a Person” (Stronge, 2002, 2007). Just as it rated highest, with the lowest 
mean score, among all principals, the dimension of “Self and Others” also had the lowest 
mean score across all but one demographic variables; principals with more than 20 years 
of experience as principals in Catholic schools rated “Self and Others” second to the 
dimension of “Faith.”  
To date, no study has combined the research of Shimabukuro (1993, 1998) on the 
qualities of the ideal Catholic school teacher and the research of Stronge (2002, 2007) on 
the qualities of effective teachers and applied the two frameworks to Catholic secondary 
education. As such, no research to date indicates how principals perceive the relative 
importance of each of the qualities. This study, then, fills an important void in the 
existing literature and research related to teacher effectiveness within Catholic secondary 
schools.  
Research Question 4 
 
After having rated and ranked the qualities comprising the typology of the ideal 
Catholic school teacher (Shimabukuro, 1993, 1998) and the qualities of effective teachers 
(Stronge, 2002, 2007), principals were invited to offer any additional qualities not 
included in either framework that they perceived to be important to teacher effectiveness 
in Catholic secondary schools. The researcher analyzed the responses, citing frequencies 
of responses and codifying those into themes, of which several emerged. The largest 
group of responses related to teachers’ relationships with the various constituencies 
comprising a school community, namely, administration, colleagues, parents, students, 
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and community members. The second theme to have emerged from the principals’ 
responses related to personal qualities principals believed were essential among teachers. 
These open-ended responses were then matched according to the dimension of the 
teacher’s vocation to which the theme best corresponded; overwhelmingly, the additional 
qualities offered by the principals fell into the dimension of “Self and Others.” 
Respondents’ focus on relationships underscores the Church’s own assertion that 
relationships and community are at the heart of Catholic education (CCE, 1988, 1997, 
2007). Scholars in Catholic education (Buetow, 1988; Cook & Simonds, 2011; Groome, 
1998), too, have echoed the importance of relationships, as have researchers in the 
general education arena (Barth, 2006; Sergiovanni, 1994; Stronge, 2007). 
Research Question 5 
 
The principals who responded to this question (n = 44) offered more than 120 
responses relative to the practices they employ in their schools to foster the qualities of 
effective Catholic secondary school teachers. Nearly one-quarter of those responses 
related to some form of faculty sharing, whether through informal discussions or inquiry 
groups or formal department meetings, faculty meetings, or professional learning 
communities. Faculty-to-faculty sharing only slightly edged out all other forms of 
professional development, which included workshops, in-service days, professional 
readings, or speakers. Twenty responses related to mentoring or coaching teachers, with 
seven responses indicating efforts focused on new teachers. Fourteen responses related to 
specific, faith-based efforts, and five responses related to mission- or charism-based 
discussions or practices. Overwhelmingly, principals’ responses pointed to efforts that 
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were collaborative, growth-focused, and based within the school community, with few, if 
any, specific mentions of externally-driven professional development efforts.  
The emphasis on collaboration and sharing among teachers affirmed Lucilio’s 
(2009) findings that teachers want to be included in designing and implementing 
professional development strategies, as they believe they know best what their needs are. 
Additionally, the NSBCES (Ozar and Weitzel-O’Neill, 2012) include a commitment to 
professional development among the standards for Catholic schools, noting that faculty 
are encouraged to collaborate via professional learning communities and engage in 
professional development. Furthermore, researchers in general education (Borko, 2004; 
Darling-Hammond, 2014; Lieberman, 1995; Little, 1999; Mayotte, Wei, Lamphier, & 
Doyle, 2013; Senge, 1990; Wei, Darling-Hammond, and Adamson, 2010; York-Barr, 
Sommers, Ghere, & Montie, 2006) have all supported the notion that professional 
development is most effective when teachers collaborate with one another and engage 
together in learning.  
Research Question 6 
 
Presented with a prescribed list of practices designed to foster teacher 
effectiveness relative to the order of benefit to Catholic secondary schools, principals 
ranked as most important integrating the qualities of the ideal Catholic school teacher 
(Shimabukuro, 1993, 1998) and the qualities of effective teachers (Stronge, 2002, 2007) 
into hiring protocols. Ranked lowest by the principals were providing off-site 
professional development opportunities related to the qualities of the ideal Catholic 
school teacher and the qualities of effective teachers.  
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Principals’ rankings of the importance of integrating the qualities into teacher 
hiring protocols affirm the work of Stronge and Hindman (2006), whose work outlines 
the ways in which the Teacher Quality Index (TQI), based on the qualities of effective 
teachers, can be integrated into the hiring process. Principals’ rankings further affirmed 
Shimabukuro’s (1998) suggestion that reflecting on the qualities of the ideal Catholic 
school teacher may help administrators at the hiring stage as they seek applicants best 
suited for work in Catholic education. Furthermore, the importance of the hiring process 
is affirmed by researchers in both Catholic and general education (Ciriello, 1998; Cook & 
Durow, 2008; Donaldson, 1990; Heft, 2011), who maintain that principals’ hiring 
decisions can make profound impacts on schools. 
Additional Findings 
 
Data analysis by demographic variables suggested that principals’ responses, 
regardless of demographic, were largely in agreement. Such agreement could suggest the 
shared understanding of the roles and responsibilities of the principal in leading Catholic 
schools, as outlined by the work of such scholars as Ciriello (1998) and Cook and Durow 
(2008) as well as by the NCCB (1979) and the NSBECS (2012).  
Demographics 
 
The principals who responded to this survey were predominately male (56%), 
between 50 and 69 years old (66%), and lay, married individuals (63%). Of the 50 who 
answered the question indicating their religious affiliation, all 50 wrote “Catholic” or 
“Roman Catholic.”  Most of the respondents were veteran educators who had been 
teaching in or leading Catholic schools for several years. More than 85% reported 
working more than 10 years in Catholic education. Many, however, were fairly new 
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principals, with nearly 40% indicating being principal for five or fewer years. Nearly 
20% were serving in their first year as principal of their current school. Nearly all of the 
principals who responded (97%) had earned at least a master’s degree, with the majority 
of the principals having been educated in Catholic colleges and universities. Thirty-eight 
principals (62%) earned their undergraduate degree at a Catholic college or university, 
while 33 earned their master’s and 10 their doctorate at Catholic colleges or universities.  
Additionally, more than 80% of the principals who responded held at least one credential 
or license.  
 The schools represented in this study were predominantly high schools serving 
grades 9-12 (88%). The schools represent co-ed (44%), all-boys (21%), and all-girls 
(35%) student populations. The majority of the schools (68%) educate between 251 and 
750 students, and 81% of the schools were either sponsored by a religious community or 
independently governed.  
Conclusions and Implications 
Research Questions 1, 2, and 3 
  
One of the most important findings of this study was that principals perceived all 
of the qualities of the ideal Catholic school teacher (Shimabukuro, 1993, 1998) and the 
qualities of effective teachers (Stronge, 2002, 2007) as “important.” Such a finding has 
several considerations and possible implications. If all these qualities are indeed 
important, they must be cultivated, fostered, and supported equally and at every stage of 
the teacher’s career.  
Before a teacher ever begins his or her professional career, the qualities of 
effective teachers (Stronge, 2002, 2007) and the qualities of the ideal Catholic school 
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teacher (Shimabukuro, 1993, 1998) could be integrated into teacher education programs, 
particularly those that prepare teachers for service in Catholic schools. As the researcher-
created schema of the dimensions of the teacher’s vocation (see Figure 1) illustrates, the 
qualities of both Shimabukuro’s and Stronge’s frameworks are organized into focal areas: 
(a) faith, (b) the profession, (c) self and others, and (d) student learning. Professors at the 
college and university level could, therefore, integrate this schema into the curriculum, 
noting the ways in which the qualities relate to teachers’ developing pedagogy and 
methodology as well as the teachers’ affective qualities. Allowing teachers at the post-
secondary level—and beyond—to reflect on these qualities underscores the findings of 
Reiger, Radcliffe, and Doepker (2013), who asserted that teachers should engage in 
reflective practice beginning at the earliest stages of their careers.  
Second, at the hiring stage, administrators could integrate the qualities into hiring 
protocols, with attention being paid to the evidence of qualities during the application 
process, from the review of application materials through the individual interviews with 
applicants. Stronge and Hindman (2006) outlined strategies for developing teaching 
hiring protocols with the qualities of effective teachers in mind; using those strategies as 
a foundation, administrators could then integrate the qualities of the ideal Catholic school 
teacher into teacher hiring protocols.  
Once teachers are hired, administrators could use the frameworks as tools for both 
professional development and for evaluation. Shimabukuro (1998) suggested that 
administrators develop faculty in-services based on the five qualities of the ideal Catholic 
school teacher, integrate the qualities into faculty meetings as either opening reflection 
exercises or activities, and include the qualities as part of newsletters or memos to both 
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faculty and the wider school community. Additionally, Stronge, Tucker, and Hindman 
(2004) developed a handbook based on the qualities of effective teachers (Stronge, 2002, 
2007) such that various people in the school community and beyond (e.g., school 
administrators, teacher leaders, instructional coaches, staff development specialists, 
human resource specialists, teacher educators, and policymakers) could integrate the 
qualities into their practices. The handbook offers a review of the research on the 
qualities of effective teachers as well as specific tools and strategies related to each 
quality. Since the principals in this study especially noted the value of on-site 
professional development and mentoring, administrators could integrate the various 
qualities of effective teachers into faculty meetings, department meetings, retreats, and 
workshops. The frameworks and tools for self-assessment provided in the work of 
Shimabukuro (1998) and Stronge, Tucker, and Hindman (2004) could also be used by 
administrators as part of the teacher evaluation process. Furthermore, the researcher-
created schema could be used by administrators to develop school-wide goals, focused 
discussions, and related professional development opportunities related to the four 
dimensions of (a) faith, (b) the profession, (c) self and others, and (d) student learning.  
In addition to the ways administrators might use the frameworks, teachers, too, 
must possess, develop, nurture, and sustain all of these qualities. Both Shimabukuro 
(1998) and Stronge, Tucker, and Hindman (2004) offer easy-to-use tools for teachers’ 
self-reflection. Additionally, the researcher-created schema could be used by teachers to 
develop personal goals, to seek related professional development opportunities, and to 
reflect on their own practice relative to the four dimensions of (a) faith, (b) the 
profession, (c) self and others, and (d) student learning. 
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 Of particular note with regard to this study’s findings is that principals who 
participated in this study rated the affective qualities of each framework, “Teacher as 
Community Builder” (Shimabukuro, 1993, 1998) and “Teacher as a Person (Stronge, 
2002, 2007) as “very important” with the greatest frequency. Such ratings would suggest 
that the principals in this study believed that the affective qualities of a teacher have the 
most relative importance with regard to teacher effectiveness. Both of those qualities, 
“Teacher as Community Builder” and “Teacher as a Person,” encompass personal 
characteristics such as developing positive relationships within and among members of 
the entire school community, a finding consonant with the research of Cook (2011); 
being a reflective practitioner, a practice supported by the research of Barth (2004, 2006) 
and Palmer (1993, 1998, 2003, 2007), and demonstrating enthusiasm for and 
commitment to teaching, qualities supported by the work and words of Palmer (1998, 
2007) and Pope Francis (2014a, 2014b, 2015). These findings require a particular 
consideration relative to educational practice, namely, the question of whether affective 
qualities can be taught in teacher education programs, discerned through hiring protocols, 
developed through school cultures and communities, and supported through professional 
development opportunities. 
Research Question 4 
 
The greatest number of responses offered by principals regarding additional 
qualities not reflected in the frameworks of Shimabukuro (1993, 1998) or Stronge (2002, 
2007) related to teachers’ relationships within their school communities and teachers’ 
personal qualities. These comments underscored the principals’ ratings and rankings of 
the affective qualities of Shimabukuro’s and Stronge’s frameworks, namely, “Teacher as 
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Community Builder” and “Teacher as a Person,” respectively. Clearly, relationships 
matter. As the Church and scholars in Catholic education have reiterated the centrality of 
relationships and community in Catholic education (CCE, 1988, 1997, 2007; Buetow, 
1988; Cook & Simonds, 2011; Groome, 1998) as well as in general education (Barth, 
2006; Sergiovanni, 1994; Stronge, 2007), schools must be intentional about developing, 
nurturing, and sustaining efforts to build community and to honor the relationships within 
and among members of the school community. School is indeed a communal and 
community endeavor; partnerships between teachers and colleagues, teachers and 
students, and teachers and parents should be central—and not subordinate—to the work 
teachers do inside the classroom.   
Research Question 5 
 
When principals were invited to share the practices they employ in their schools 
to foster the qualities of effective Catholic secondary school teachers, they offered 
several practices, with nearly one-quarter of those responses related to some form of 
faculty sharing. Whether through informal discussions or inquiry groups or formal 
department meetings, faculty meetings, or professional learning communities, sharing 
seemed to be at the forefront of the practices principals employed in their own schools. 
Such a finding not only affirms the emphasis on and importance of collaboration and 
relationships but also calls upon schools to be intentional about making time for sharing 
to occur. Time may well be one of schools’ most precious—and endangered—resources; 
however, as principals’ responses suggested, time for teachers to collaborate and share 




Research Question 6 
 
Principals noted, by way of ranking, the importance of making the qualities of the 
ideal Catholic school teacher (Shimabukuro, 1993, 1998) and the qualities of effective 
teachers (Stronge, 2002, 2007) part of the hiring process. Applications for teaching 
positions could incorporate questions related to both sets of qualities; similarly, questions 
and discussion about the qualities could become part of the interview process. Stronge 
and Hindman (2006) outlined strategies for developing teaching hiring protocols with the 
qualities of effective teachers in mind; using those strategies as a foundation, 
administrators could then integrate the qualities of the ideal Catholic school teacher into 
teacher hiring protocols. Following the hire, attention to the qualities could then become 
part of an induction program designed to help support effective teachers from the start. 
For these qualities to be most effective as part of the hiring and induction processes, 
however, potential candidates must be aware of the qualities that comprise the profile of 
the effective Catholic school teacher. Teacher education programs, especially those who 
prepare teachers for service in Catholic schools, must add discussion and study of these 
qualities to their discussions and study of methodology and pedagogy.  
Recommendations 
Recommendations for Future Research 
Based on the findings of this study, the following represent recommendations for 
future research in the area of teacher effectiveness in Catholic schools. 
1. Replicate this study with principals of Catholic secondary schools 
representing other (arch)dioceses of the United States regarding their 
perceptions of the qualities of effective Catholic school teachers. 
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2. Replicate this study with Catholic elementary school principals regarding their 
perceptions of the qualities of effective Catholic school teachers to discern 
whether the perceptions, needs, and priorities at the elementary school level 
differ from those at the secondary school level. 
3. Conduct a study of Catholic secondary school teachers regarding their 
perceptions of the qualities of effective Catholic school teachers.  
4. Conduct a qualitative research study with principals of specific populations 
(e.g., NCEA award-winners, principals of Blue Ribbon schools, principals 
who have been recognized in their own dioceses or states) that would provide 
an in-depth examination of the ways in which the qualities of effective 
Catholic secondary school teachers are developed, nurtured, and sustained in 
Catholic secondary schools.  
5. Conduct a study among directors of Catholic teacher education programs 
regarding their perceptions of the qualities of effective Catholic secondary 
school teachers.  
6. When conducting a study, the researcher should consider a population with 
which he or she has a personal connection, as this connection may aid the 
researcher a higher response rate. In the case of this study, even after multiple 
modes of delivery (online and mail), several contacts by email, and extended 




Recommendations for Future Practice 
 
Based on the findings of this study, the following represent recommendations for future 
practice in the area of teacher effectiveness in Catholic schools. 
1. Professors at the college and university level should integrate the qualities of 
effective teachers (Stronge, 2002, 2007) and the qualities of the ideal Catholic 
school teacher (Shimabukuro, 1993, 1998) into teacher education programs, 
particularly those that prepare teachers for service in Catholic schools.  
2. Professors at the college and university level should integrate the researcher-
created schema (see Figure 1) into teacher education programs, noting the 
ways in which the four dimensions of (a) faith, (b) the profession, (c) self and 
others, and (d) student learning relate to and could inform teachers’ 
developing pedagogy and methodology as well as the teachers’ affective 
qualities. 
3. Administrators should integrate the qualities of the ideal Catholic school 
teacher (Shimabukuro, 1993, 1998) and the qualities of effective teachers 
(Stronge, 2002, 2007) into hiring protocols, with attention being paid to the 
evidence of qualities during all stages of the application process, from the 
review of application materials through the individual interviews with 
applicants.  
4. Teachers should use the tools created by both Shimabukuro (1998) and 
Stronge (2002, 2007) and Stronge, Tucker, and Hindman (2004) as tools for 
self-reflection and professional growth.  
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5. Teachers should use the researcher-created schema of the four dimensions of 
the teacher’s vocation (see Figure 1) to develop personal goals, to seek related 
professional development opportunities, and to reflect on their own practice 
relative to the dimensions of (a) faith, (b) the profession, (c) self and others, 
and (d) student learning. 
6. Administrators could use the researcher-created schema of the four 
dimensions of the teacher’s vocation (see Figure 1) to develop school-wide 
goals, focused discussions, and related professional development 
opportunities related to the four dimensions of (a) faith, (b) the profession, (c) 
self and others, and (d) student learning. 
7. College and university professors, administrators, and teachers should use the 
findings of this study as a starting point for discussions of what it means to be 
an effective Catholic secondary school teacher.  
Closing Remarks 
  
 My decision to focus on the essential question underpinning this study, “What 
makes great teachers great?” was not my original plan. Initially, I had sought to study 
teacher leadership and the personal, rather than positional, authority (Palmer, 1998, 2007) 
teachers possess as teachers and, in turn, as leaders. I viewed leadership not as a function 
of positions, roles, and tasks but rather as a function of expertise and relationships and a 
natural outgrowth of teaching. Researchers (Danielson, 2006; Katzenmeyer & Moller, 
2009; Murphy, 2005; York-Barr & Duke, 2004) had written of teachers’ leadership 
capacity stemming from classroom competence. Yet, I faced more questions than 
answers as I tried to make the connection between teacher expertise, teachers’ personal 
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authority, and, finally, teacher leadership. And then it hit me: perhaps I was approaching 
the idea all wrong—perhaps I was putting the proverbial cart before the horse. In an 
email to my advisor and committee chair and to another professor, I wrote:  
In talking to each of you, I spoke about my passion for furthering a new paradigm 
of teacher leadership and that I believe it begins first with excellent (highly 
effective) teachers. Only until we have incredible teachers—that “bench depth”—
can we envision and implement broader concepts of leadership. So, I think I had 
an a-ha moment: the relationship I’m making between effective teaching and 
teacher leadership is more of a conceptual one. If I’m saying that we can’t talk 
about teacher leadership until we first focus on developing greatness from within 
the ranks of teachers, then perhaps that’s where I must begin, too—by exploring 
the qualities of effective teachers. The “problem,” as I am conceiving it right now, 
is that there are conflicting notions of what it means to be an effective teacher. As 
teacher effectiveness is tied to so many school issues (student achievement, 
effective reform, teacher leadership), then coming to a shared concept of teacher 
effectiveness is critical. (T. Greene Henning, personal communication, February 
9, 2014) 
 
And so, using Stronge’s qualities of effective teachers (2002, 2007) as the first 
framework and adding Shimabukuro’s qualities of the ideal Catholic school teacher 
(1993, 1998) as the second, I began conceptualizing my study. Throughout this process 
and now, as I reflect on its conclusion, I realize that my research has come full circle. 
Initially inspired by the ideas of teachers’ personal authority and expertise as the 
foundation for teacher leadership, I embarked on a study of principals’ perceptions of the 
qualities of effective Catholic secondary school teachers. And what I found affirmed 
those initial seeds of inspiration: at the heart of teacher effectiveness is the teacher and 
who he or she is as a person (Stronge, 2002, 2007) and as a community builder 
(Shimabukuro, 1993, 1998).  
As we prepare teachers for the noble work of educating today’s youth, we must 
not forget that who the teacher is is perhaps just as important—if not more so—than what 
the teacher knows, what the teacher does, or how. We are reminded of Palmer’s (1998, 
  
169 
2007) assertion that “good teaching cannot be reduced to technique; good teaching comes 
from the identity and integrity of the teacher” (Palmer, 2007, p. 10). Palmer’s definition 
of good teaching went one step further: 
Good teaching takes myriad forms but good teachers share one trait: they are 
authentically present in the classroom, deeply connected with their students and 
their subject. These connections are held in the teacher’s heart—the place where 
intellect, emotion, spirit, and will converge in the human self. Good teachers 
weave a life-giving web between themselves, their subjects, and their students, 
helping their students learn how to weave a world for themselves. (Palmer, 1998, 
2007, jacket cover) 
  
Pope Francis (2015) echoed Palmer when he addressed a group of Italian teachers, telling 
them,  
In a society that struggles to find points of reference, young people need a 
positive reference point in their school. The school can be this or become this 
only if it has teachers capable of giving meaning to school, to studies, and to 
culture, without reducing everything to the mere transmission of technical 
knowledge. Instead they must aim to build an educational relationship with each 
student, who must feel accepted and loved for who he or she is, with all of his or 
her limitations and potential. In this direction, your task is more necessary now 
than ever. You must not only teach content, but the values and customs of life. A 
computer can teach content, but to understand how to love, to understand values 
and customs which create harmony in society, it takes a good teacher. (para. 9) 
 
The task—no, the noble calling—of educating today’s youth does take a good 
teacher. And it takes systems, administrators, and colleagues that realize in both vision 
and practice the complex and critical work teachers are called to do each day in their 
classrooms. Together, as Catholic educators, we must honor, cultivate, nurture, and 
support the various dimensions comprising teachers’ vocations: (a) faith, (b) profession, 
(c) self and others, and (d) student learning. Pope Francis (2015) asserted what we, as 
Catholic educators, know to be true—that “teaching is a beautiful profession” (para. 2) 
and “the first attitude of an educator is love” (para. 10).  
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Surrounded by classrooms full of students, teachers can, ironically, feel isolated in 
their roles or school communities. Yet, as the findings of this study affirm, reflection on 
the teachers’ practice and craft, attention to teachers’ own personhood, relationships with 
students, and collaboration with others are critical. Perhaps in addition to focusing on 
ways of delivering instruction, integrating technologies, using data to inform decision-
making, implementing strategies to reach all students, preparing students for high-stakes 
testing, addressing 21st century skills, and the many responsibilities and tasks in-between, 
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2. Quality 1: Teacher as Community Builder 
The teacher: Affirms and appreciates the dignity and diversity of each student; develops 
healthy, caring relationships with students, parents, and fellow teachers; supports the 
mission of the school; encourages students to be of service to others within and outside 
the school.
3. Quality 2: Teacher as Committed to Lifelong Spiritual Growth 
The teacher: Strives to deepen personal understanding of the Catholic faith and 
involvement in his/her continuing spiritual formation; views teaching role as that of 
ministry; integrates Christian values into curriculum; projects a person­centered approach 
to teaching.
4. Quality 3: Teacher as Committed to Lifelong Professional Development 
The teacher: Remains updated in teaching methods and advances in technology; 
incorporates the use of technology; employs a variety of instructional methods; views self 
as a lifelong learner; is a reflective practitioner; takes advantage of opportunities for 
professional development.
 
































Principals' Perceptions of the Qualities of Effective Catholic Secondary
5. Quality 4: Teacher as Committed to Students’ Spiritual Formation 
The teacher: Promotes the moral development of his/her students; participates with 
his/her students in schoolwide prayer; employs a variety of techniques to promote and to 
individualize the spiritual formation of students; engages in meaningful conversation 
beyond the scope of instruction with students. 
6. Quality 5: Teacher as Committed to Students’ Human Development 
The teacher: Designs curriculum to accommodate diverse learning styles; maintains high 
academic standards for students; assesses students in multiple ways; provides 
opportunities for students to apply, analyze, synthesize, and evaluate information; 
encourages students to utilize technology; promotes learning strategies that will empower 





























7. Prerequisites for Effective Teaching 
Prerequisites include: verbal ability, educational coursework, teacher certification, content 
knowledge, teacher experience. 
8. Quality 1: Teacher as a Person 
The teacher: Demonstrates caring; shows fairness and respect; has positive interactions 
with students; shows enthusiasm; demonstrates personal motivation and a dedication to 
teaching; engages in reflective practice. 
9. Quality 2: Classroom Management and Organization 
The teacher: Uses consistent and proactive classroom management strategies; 
multitasks; anticipates potential problems; handles routine tasks promptly, efficiently, and 
consistently; organizes classroom space efficiently; interprets and responds to 
inappropriate behavior quickly; reinforces and reiterates expectations.
 



























Principals' Perceptions of the Qualities of Effective Catholic Secondary
10. Quality 3: Planning and Organizing for Instruction 
The teacher: Focuses classroom time on teaching and learning; links instruction to 
students' experiences; allocates time appropriately and efficiently; sets clearly articulated 
high expectations for self and students; orients the classroom experience toward 
improvement and growth; links learning objectives and activities; organizes content for 
effective presentation; develops objectives, questions, and activities that reflect higher 
and lower­level cognitive skills as appropriate for the content and the students.
11. Quality 4: Implementing Instruction 
The teacher: Employs different techniques and instructional strategies; emphasizes the 
students' own knowledge; sets overall high expectations for improvement and growth in 
the classroom; teaches metacognitive strategies to support reflection on learning; is 
concerned with having students learn and demonstrate understanding rather than 
memorization; emphasizes higher order thinking skills; asks questions that reflect type of 
content and goals of the lesson; varies question type; is attentive to lesson momentum; 
varies instructional strategies; leads, directs, and paces student activities.
12. Quality 5: Monitoring Student Progress and Potential 
The teacher: Clearly explains homework; relates homework to the content under study 
and to student capacity; targets questions to lesson objectives; gives clear, specific, and 
timely feedback; reteaches students who did not achieve mastery and offers tutoring to 
students who seek additional help; monitors and assesses student progress; uses data to 
make instructional decisions; knows and understands students as individuals in terms of 






























Principals' Perceptions of the Qualities of Effective Catholic Secondary
13. Based on your role as a Catholic secondary school principal, please force rank the 
following qualities from 1­11 by order of importance relative to being an effective Catholic 
secondary school teacher. Please type your ranking in the box next to each quality (1 = 
most important; 11 = least important).
14. Based on your role as a Catholic school principal, what additional qualities not 






















15. What practices focusing on developing and/or facilitating the qualities of effective 
teachers do you employ within your school community?
 
16. Rank the presented list of practices designed to foster teacher effectiveness relative to 
your perception of the order of benefit to Catholic secondary school teachers (1 = most 



























Principals' Perceptions of the Qualities of Effective Catholic Secondary
Please answer the following demographic questions related to you and your school.  
17. What is your gender?
18. Please type your age in the box provided below. 
 
19. Please select the option(s) below that describes you. Please check all that apply
20. Please indicate the total number of years that you have worked in each area listed by 
typing the number of years in the box provided.  
 
























































22. Please indicate the type of educational institution where you attained your degree(s). 
23. Please indicate the certification/credential/license you currently hold. Please check all 
that apply.  
 
24. Please indicate your religious affiliation. 
 
25. Affiliation of your school:  
26. Your school is a(n):
27. Your school includes grades:
Catholic Private, non­Catholic Public Not Applicable
Bachelor's Degree nmlkj nmlkj nmlkj nmlkj
Master's Degree nmlkj nmlkj nmlkj nmlkj


























































28. Please indicate your school's total current student enrollment.  
 
29. What is your school's average class size?
 
30. Your school setting is:
31. What is your school's current tuition? 
 
32. Is there someone other than you, the principal, responsible for overseeing teacher 
































Permission Letters from Dr. Gini Shimabukuro 


















Validity panelists and area(s) of expertise 














Dr. Benjamin Baab 
Adjunct professor, University of San Francisco  X  X 
 
Dr. Timothy Cook 
Director of Educational Leadership 
Creighton University 
 
X X X X 
Dr. Walter Jenkins, C.S.C. 
President, Holy Cross High School Queens, NY X X X  
 
Dr. Joy Lopez 
Director of Technology, Sacred Heart Schools, 
Atherton, CA 
 
X X X X 
Dr. Dorothy McCrea 
Principal, Mercy High School 
San Francisco, CA 
X X X  
 
Dr. Lorraine Ozar 
Director, Andrew M. Greeley Center for 
Catholic Education, Loyola University Chicago 
 
X X X X 
Dr. Stephen Phelps 
President, Bishop O’Dowd High School 
Oakland, CA 
X X X  
 
Dr. Julie Scoski 
Lead Director, Louisville Free Public Library, 
Louisville, KY 
 X   
 
Dr. Thomas Simonds, S.J. 
Associate Professor of Education 
Creighton University 
X X X X 
 
Dr. Patricia Weitzel-O’Neill 
Executive Director, The Roche Center for 
Catholic Education, Boston College 
 
X X X X 
Dr. Xianxuan Xu 
Research Associate, School of Education, 
College of William and Mary 
 












August 4, 2014 
 
Dear [participant name],  
 
I am a doctoral student in the Catholic Educational Leadership program at the University 
of San Francisco. I'm writing today to request your participation as a validity panelist for 
my dissertation study. I will be surveying secondary school principals in the 
Archdioceses of Los Angeles, New York, Chicago, and Boston, regarding their 
perceptions of the qualities of effective Catholic school teachers. My study uses as its 
conceptual framework the six qualities of effective teachers developed by Dr. James H. 
Stronge (2002, 2007) and the five qualities of the ideal Catholic school teacher developed 
by Dr. Gini Shimabukuro (1993, 1998).  
  
[Paragraph specific to panelist] 
  
Last week, I met with my committee during my “pre-defense meeting.” This pre-defense 
meeting, months ahead of the formal proposal defense, allows doctoral students an 
opportunity to meet informally with their committee members and discuss the 
conceptualization of the study, its purpose, research questions, and the survey instrument. 
I had a great conversation with my committee, and now I’m looking forward to moving 
ahead with this next step, establishing the validity of the survey instrument.  
  
If you are able to serve as a validity panelist, I will send you a draft of the survey 
instrument in both PDF form and as a link to it on SurveyMonkey. I will ask for your 
feedback on the survey either in written form, through email, as a marked-up document 
that you can mail back to me, or through a discussion over the phone.  Upon receiving the 
feedback from the validity panelists, I will revise the survey for the reliability pilot study 
to be conducted later this Fall.  
  
If you are willing and able to participate as a validity panelist, please email me back at 
your earliest convenience. If I don’t hear from you by Aug. 15, I will assume that you are 
unable to participate. If you would like more information on the study prior to making 
your decision, I would be happy to send you a draft of the first chapter of my dissertation.  
 
Many thanks in advance, 
Terri Greene Henning 
Doctoral Student, Catholic Educational Leadership Program, University of San Francisco 







Permission Letters from Superintendents or Archdiocesan Administrators 









Office of Catholic Schools Post Office Box 1979 
 Chicago, Illinois 60690-1979 
 
 312-534-5200 
 Fax: 312-534-5295 
 
 
September 3, 2014 
 
Terri Greene Henning 
14 Winchester Court    
Pembroke, NH 03104 
 
Dear Terri, 
Thank your for your email of 30 July 2014, requesting permission for your upcoming dissertation study on Catholic 
secondary  principals’  perceptions  of  the qualities of effective teachers. Permission is granted.  
Please feel free to invite the high school principals in this archdiocese to participate in your online study during the 
2014-2015 academic year.  
Sincerely, 
 
Dr. Jorge Peña 








     Department of   3424 Wilshire Boulevard 






August 20, 2014 
 
Terri Greene Henning 
14 Winchester Court    




Thank you for your email of July 30, 2014 requesting permission for your upcoming 
dissertation study on Catholic high school principals’ perceptions of the qualities of 
effective teachers. Permission is granted.  
 
Please feel free to invite the high school principals in the Archdiocese of Los Angeles to 
participate in your online study during the 2014-2015 academic year.  
 
With every best wish, I remain, 
 
Sincerely yours in Christ, 
 
Reverend Monsignor Sabato A. “Sal” Pilato 
Superintendent of High Schools 
 
 
cc:  Sharon Morano, Assistant Superintendent 



















To: Theresa Henning 
From: Terence Patterson, IRB Chair 
Subject: Protocol #355 
Date: 09/23/2014 
  
The Institutional Review Board for the Protection of Human Subjects (IRBPHS) at the 
University of San Francisco (USF) has reviewed your request for human subjects 
approval regarding your study. 
  
Your project  (IRB Protocol #355) with the title Principals' Perceptions of the Qualities 
of Effective Catholic Secondary School Teachers has been approved by the University 
of San Francisco IRBPHS as Exempt according to 45CFR46.101(b). Your application 
for exemption has been verified because your project involves minimal risk to subjects as 
reviewed by the IRB on 09/23/2014. 
  
Please note that changes to your protocol may affect its exempt status.  Please submit a 
modification application within ten working days, indicating any changes to your 
research. Please include the Protocol number assigned to your application in your 
correspondence. 
  





Chair, Institutional Review Board for the Protection of Human Subjects 






Formal Letter to the Principals in the 
Archdioceses of Boston, Chicago, Los Angeles, and New York 








I hope this email finds you well and enjoying a successful academic year. Please allow 
me to introduce myself: I am a doctoral candidate in the Catholic Educational Leadership 
program at the University of San Francisco and a high school English teacher at Trinity 
High School in Manchester, New Hampshire. I'm writing today to invite you, as a 
Catholic secondary school principal, to participate in my dissertation study on Catholic 
secondary school principals’ perceptions of the qualities of effective Catholic secondary 
school teachers.  
  
I will be surveying secondary school principals in the Archdioceses of Los Angeles, New 
York, Chicago, and Boston. I chose to survey principals in those four archdioceses, as 
they are four of the largest in the country with regard to the number of Catholic high 
schools. I have secured permission from your archdiocese to invite you and your 
colleagues to participate in this study; however, please be advised that your participation 
in this study is strictly voluntary. I sincerely hope that you will contribute to the field by 
participating in this short online survey.  
 
This study uses as its conceptual framework the five qualities of the ideal Catholic school 
teacher developed by Dr. Gini Shimabukuro (1993, 1998) and the six qualities of 
effective teachers developed by Dr. James H. Stronge (2002, 2007). Principals will be 
asked to rate and rank, based on their perceptions, the qualities that contribute to teacher 
effectiveness in Catholic secondary schools. 
    
I realize that as a Catholic school leader, your time is limited and incredibly valuable. If 
you are willing to participate in this survey, please know that your total time commitment 
will take approximately 15-20 minutes. 
  
Please be assured that if you choose to participate in this study, your response will be 
confidential; no individual, school, or archdiocese will be identified with the responses.  
 
Thank you for your consideration of this request, and may God continue to bless you and 
your school community this year and always. 
  
Many thanks in advance, 
 
Terri Greene Henning 
Doctoral Candidate, University of San Francisco 














Frequency of Respondents’ Ratings of the Qualities of the Ideal Catholic School Teacher 
(Shimabukuro, 1993, 1998) by School Governance (n = 62) 
 Archdiocesan 
(n = 12) 
 Sponsored by a Religious 
Community or Other (n = 50) 







Teacher as Community Builder 0 1 11  0 10 40 
Teacher as Committed to 
Lifelong Spiritual Growth 1 2 9  7 15 28 
Teacher as Committed to 
Lifelong Professional 
Development 
0 7 5  1 12 37 
Teacher as Committed to 
Students’ Spiritual Formation 1 2 9  5 20 24 
Teacher as Committed to 
Students’ Human Development 0 4 8  1 9 40 
Note. n = 50 for schools sponsored by religious communities or of other governance models for all qualities 




Frequency of Respondents’ Ratings of the Qualities of the Ideal Catholic School Teacher 
(Shimabukuro, 1993, 1998) by School Type (n = 62) 
 Co-ed 
(n = 27) 
All-Boys 
(n = 13) 
All-Girls 
(n = 22) 











Teacher as Community 
Builder 0 8 19 0 2 11 0 1 21 
 
Teacher as Committed to 




















Teacher as Committed to 
Lifelong Professional 
Development 
0 13 14 1 6 6 0 0 22 
 
Teacher as Committed to 
Students’ Spiritual 
Formation 
3 10 13 1 3 9 2 9 11 
 
Teacher as Committed to 
Students’ Human 
Development 
1 10 16 0 3 10 0 0 22 
Note. n = 27 for co-ed schools for all qualities except “Teacher as Committed to Students’ Spiritual 



























































































































































































































































































































































































Frequency of Respondents’ Ratings of the Qualities of the Ideal Catholic School 
Teacher (Shimabukuro, 1993, 1998) by Gender (n = 62) 
 Female 
(n = 27) 
 Male 
(n = 35) 







Teacher as Community 
Builder 0 2 25  0 9 26 
 
Teacher as Committed to 





























































Note. n = 27 for female respondents for all qualities except “Teacher as Committed to Students’ Spiritual 






















































































































































































































































































































































































































































































































































































































































































































































































Frequency of Respondents’ Ratings of the Qualities of Effective Teachers (Stronge, 2002, 
2007) by School Governance (n = 62) 
 Archdiocesan  
(n = 12) 
 Sponsored by a Religious 
Community or Other 
(n = 50) 







Prerequisites for Effective Teaching 0 9 3  6 23 21 
 





























Planning and Organizing  
for Instruction 
0 7 5 
 
0 12 38 
 
Implementing Instruction 0 6 6 
 0 13 37 
 
Monitoring Student Progress  
and Potential 
0 9 3 
 
0 19 31 
Note. n = 50 for schools sponsored by a Religious Community or are classified as “other” for all qualities 




Frequency of Respondents’ Ratings of the Qualities of Effective Teachers (Stronge, 2002, 
2007) by School Type (n = 62) 
 Co-ed 
(n = 27) 
All Girls 
(n = 22) 
All Boys 
(n = 13) 











Prerequisites for Effective 
Teaching 3 16 8 3 9 10 0 7 6 
Teacher as a Person 0 1 26 0 2 20 0 4 9 
Classroom Management 
and Organization 1 9 17 0 6 15 0 5 7 
Planning and Organizing 
for Instruction 0 10 7 0 3 19 0 6 7 
Implementing Instruction 0 8 19 0 4 18 0 7 6 
Monitoring Student 



















Note. n = 22 for all-girls’ schools for all qualities except “Classroom Management and Organization,” for 














































































































































































































































































































































































































































































































Frequency of Respondents’ Ratings of the Qualities of Effective Teachers (Stronge, 2002, 
2007) by Gender (n = 62) 
 Female (n = 27) 
 Male 
(n = 35) 







Prerequisites for Effective 
Teaching 3 12 12 
 3 20 12 
 





























Planning and Organizing for 
Instruction 
0 2 25 
 
0 17 18 
 
Implementing Instruction 0 4 23 
 0 15 20 
 
Monitoring Student Progress  
and Potential 
0 8 19 
 
0 20 15 
Note. n = 27 for female respondents for all qualities except “Classroom Management and Organization,” 
for which n = 26; n=35 for male respondents for all qualities except “Classroom Management and 














































































































































































































































































































































































































































































































































































































































































































































































































































































































































Mean Scores and Standard Deviations for the Composite Variables Representing 
the Four Dimensions of the Teacher’s Vocation by School Governance 
 Archdiocesan 
(n = 11) 
Sponsored by a Religious 
Community or Other 
(n = 46) 
Dimension M SD M SD 
Faith 5.14 2.92 6.51 3.07 
Profession 7.05 2.07 6.71 2.24 
Self and Others 4.45 2.72 4.68 2.01 
Student Learning 6.55 1.49 6.19 1.53 
Note. n = 46 for respondents in non-archdiocesan schools for all dimensions except “Self and Others,” for 





Mean Scores and Standard Deviations for the Composite Variables Representing 
the Four Dimensions of the Teacher’s Vocation by School Enrollment (n = 57) 
 Co-ed 
(n = 25) 
All-girls’ 
(n = 21) 
All-boys’ 
(n = 11) 
Dimension M SD M SD M SD 
Faith 5.78 3.16 6.31 3.27 7.18 2.43 
Profession 6.78 2.29 7.28 1.57 6.52 2.40 
Self and Others 4.88 2.36 4.32 1.87 4.50 2.06 
Student Learning 6.58 1.41 5.65 1.27 6.19 1.71 






Mean Scores and Standard Deviations for the Composite Variables Representing the 
Four Dimensions of the Teacher’s Vocation by School Enrollment 
 Fewer than 250 
(n = 12) 
251-500 
(n = 16) 
501-750 
(n = 21) 
More than 751 
(n = 6) 
Dimension M SD M SD M SD M SD 
Faith 7.04 2.36 6.28 3.43 5.43 2.90 7.50 2.97 
Profession 7.63 2.02 5.91 2.41 7.10 1.97 5.67 2.07 
Self and Others 4.58 2.02 5.13 1.93 4.14 2.22 4.17 1.03 







Mean Scores and Standard Deviations for the Composite Variables Representing 
the Four Dimensions of the Teacher’s Vocation by Respondents’ Gender 
 Females 
(n = 26) 
Males 
(n = 31) 
Dimension M SD M SD 
Faith 6.22 3.25 6.27 2.96 
Profession 6.63 2.22 6.90 2.20 
Self and Others 4.68 1.90 4.60 2.34 
Student Learning 6.13 1.68 6.36 1.38 
Note. n = 26 for all female respondents for all dimensions except “Self and Others,”  





Mean Scores and Standard Deviations for the Composite Variables Representing the 
Four Dimensions of the Teacher’s Vocation by Respondents’ Age Group 
 Under 40 
(n = 4) 
41-49 
(n = 11) 
50-59 
(n = 13) 
60 and Over 
(n = 26) 
Dimension M SD M SD M SD M SD 
Faith 8.38 2.02 5.55 2.62 6.62 3.14 6.17 3.17 
Profession 7.63 2.95 7.36 1.91 5.69 2.13 6.92 2.27 
Self and Others 3.75 1.32 5.09 2.90 5.29 2.41 4.21 2.14 
Student Learning 5.30 1.39 6.00 1.01 6.06 1.77 6.60 1.56 





Mean Scores and Standard Deviations for the Composite Variables Representing the 
Four Dimensions of the Teacher’s Vocation by Respondents’ Years of Experience as 
Principal in a Catholic School 
 1-5 
(n = 21) 
6-10 
(n = 14) 
11-20 
(n = 14) 
More than 21 
(n = 7) 
Dimension M SD M SD M SD M SD 
Faith 7.21 2.90 6.82 2.58 5.79 3.30 3.14 2.43 
Profession 6.93 2.61 7.04 2.13 6.14 1.47 7.57 2.01 
Self and Others 5.43 2.49 4.04 1.79 4.25 2.21 4.57 1.02 
Student Learning 5.73 1.48 6.01 1.29 6.73 1.55 7.09 1.51 
Note. n = 21 for respondents with 1-5 years of experience for all dimensions except “Self and Others,” for 
which n = 20. 
 
 
